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The purposes of this research were

to (a) define the

procedur es used in evaluati ng children for admissio n to
independ ent school kinderga rtens,

(b) to investig ate

selected variable s and ascertai n their significa nce in the
admissio ns process and,

(c) to formulat e guidelin es for

assessin g applican ts to independ ent school kinderga rtens.
Subjects were 119 randomly selected independ ent school
admissio ns officers and 11 professo rs in univers ities in the
United States.
Data were gathered from the subjects through a 25 item
survey instrume nt designed by the research er.

The chi-

square statistic al analysis procedur e was used to measure
the significa nce of differen ces between groups on the
research question s.

The Friedman test was utilized to test

the independ ence of ranked criteria .

The .05 level of

significa nce was used to determin e whether the observed
differen ces were signific ant.
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Variables investigat ed included the training and
experience of directors, admissions officers, teachers and
others; the amount of time spent in interviewi ng, observing
and testing applicants ; and the school's selection ratio,
reenrollme nt rate and level of satisfactio n with procedures .
Subjects ranked qualities perceived as important in
evaluating applicants to independen t school kindergart ens.
The data analysis revealed:
1.

Admissions officers with less than six years

experience spent the least amount of time observing
applicants and were located in schools with the lowest
selection ratios.
2.

Teachers and all persons who interviewe d applicants

less than 30 minutes were satisfied with their procedures or
satisfied but felt they could improve procedures .

Increased

time spent in interviews did not increase satisfactio n with
procedures .
3.

The rank ordering of qualities sought in

applicants indicated significan t difference s between the New
England area and the Far West.

The qualities perceived as

most important in the New England region were related to
behavior of applicants ; the qualities most highly ranked in
the Far west were cognitive.

The Far West agreed most

closely with the rankings of university professors .

This

finding has implicatio ns for independen t school inservice
training and admissions procedures .
It was the conclusion of the researcher that admissions
procedures in independen t schools studies were similar in
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nature, but with regiona l differe nces in emphas is.
Guidel ines for admissi ons based on the researc h were
develop ed and present ed.
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CHAPTER I
INTRODUCTION
The Fourtee nth Annual Gallup Poll of 1982 which
surveye d the public' s attitud es toward the public schools ,
indicat ed 45% of parents surveye d would prefer to send their
childre n to private school, if money were no object. The
reasons most frequen tly cited include d (a) percept ions of
higher standar ds in private schools , (b) better discipl ine,
and (c) more individ ual attentio n (Gallup , 1982, p. 47).
Slade (1981) reports the elite wealthy parents or familie s
who support ed indepen dent schools in the last decade now
include many middle class parents who have elected to enroll
their childre n in indepen dent schools because they are
concern ed about the quality and stabili ty of educati on in
the public schools .

The council for America n Private

Educati on (CAPE, 1983) reports more than 60% of all private
school parents earn less than $25,000 per year, yet are
willing to assume the extra expense of enrolli ng their
childre n in schools which charge tuition .

Reasons cited in

the New York Times (Maerof f, 1981) include a desire for more
discipl ine and academi c rigor, a perceiv ed need for more
attenti on to individ ual student s, an insecur ity due to
teacher strikes and school closing s, and a desire for an
1
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environmen t "where traditiona l values can be taught" {ED.
27).

Parents have generally desired the best in education

for their children, and the two career, two income family
has "intensifie d the success oriented environmen t, the aura
of ambition surroundin g the young child" {Hulbert, 1981, p.
EDI).

Career orientatio n of young mothers has created a

need for more adult supervisio n for longer hours, while an
appreciati on for educating young children has become more
prevalent. As long as parents perceive the private schools
as excelling in education, the independen t school will
remain the focus of attention for many families.
In 1981 the National Center for Education Statistics
published its most recent survey results in Private
Schools in American Education.

At that time, the results

indicated "eighteen percent of all elementary and secondary
schools ••• were under private control and enroll more than
ten percent of the total number of pupils.

[In addition,

these schools] employ eleven percent of the total number of
teachers ••• [and] generate and spend about six percent of the
total amount expended for elementary and secondary
education" {p. vi).

The Center's revised 1980-81 statistics

were available as unpublishe d data in April, 1983.

When

published, Table 44 of the revised study will report a total
of 4,961,755 students enrolled in 20,764 schools being
taught by 277,413 teachers.

In elementary and combined

elementary and secondary schools, 3,832,764 students attend
16,792 schools and are taught by 197,811 teachers.

The
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statistics further reveal that 1,563,764 students being
taught by 101,072 teachers are enrolled in 8,749 nonCatholi c
schools.

These schools educate 200,851 preprimary or

prefirst grade children {NCES, 1983).
There is no single coherent set of goals common to all
independen t schools, however, each independen t school makes
its decisions about goals and methodolog y consistent with
its charter.

All schools differ in structure, but their

boards or trustees are empowered by charter to make
decisions for and in the name of the school.

Authority is

delegated to a head who acts in concert with the board and
represents it to the school and community.
represents the school to the board.

The head in turn

Authority and power are

generousl y delegated to the head by the board, and the head
has the authority to delegate authority to others according
to perceived needs of the school.
only to the board.

The head is accountabl e

The head is usua 11 y hi red for his/her

personal and leadership characteri stics and his/her
background in education, usually in the private sector.
Among the responsib ilities of the head are curriculum ,
admissions , discipline , hiring and supervisin g faculty, and
fund raising although these responsib ilities may be shared
with board members and other school personnel.

Many heads

teach classes on a regular basis, possibly because of the
smaller size of most independen t schools, and because the
head may prefer "to spend most of his time with students"
(Kraushaa r, 197 2, p. 189).
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The private school enjoys a condition of mutual
choice--pa rents choose the school and the school chooses the
students.

This mutual voluntarin ess in the "relations hip

between family and school produces higher parental
satisfactio n in each school" (Kraushaar , 1972, p. 106).
This voluntary choice of school and of student leads to
mutual trust and responsib ility between student, school and
family.

Each has made a selection and each is free to

terminate the relationsh ip at any time.

This tends to

remove any adversaria l attitudes and contribute s to a
positive working relationsh ip.

Another character istic of

independen t schools is that admissions can be based on
characteri stics such as aptitudes, religion, ethnic
background , family or ability to pay tuition.

Whatever the

requiremen ts or choices, independen t schools do select
students they perceive as complimen ting the school.

The

independen t school may be characteri zed by its independen ce;
its relative automony; its selection processes for students,
employees and methods; and by a smaller size usually
determinin g the optimal, more manageable number of students.
In order to meet the education al goals of its board or
trustees each individual independen t school has developed
some procedure or process for selecting the students who are
perceived to be the best qualified to participat e in and to
contribute to that school's program.

Explicitly

defined

goals and school population , knowledge able use of existing
psycholog ical precepts and instrument s and a high degree of
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involvem ent of the personne l who are responsi ble for
admissio ns are three items essentia l to identify those
youngste rs best able to benefit from specific independ ent
primary program.
Hulbert (1981) reported an increase of 20% in
kinderga rten applicat ions in New York City, with some
schools receivin g so many applicat ions for the followin g
year that early cut off dates had to be imposed.

Pierce

(1980) stated that two-thir ds of the applicat ions to San
Francisc o private kinderga rtens failed to achieve their
first choice, and one Boston school reported 80 applicat ions
for the followin g year.

In a suburban San Diego communit y

an adhoc committe e on school utilizat ion revealed 850
kinderga rten through grade six students in independ ent
schools, while the public schools enrolled 890 students in
the same area in the same grades.

Of the 19 private schools

further interview ed, 15 had a total of 493 children on
waiting 1 ists (Mueller , 1982).
"Parents go through the crunch, financia l and
emotiona l, in the hopes of ensuring their children will be
able to make it at good ••• elementa ry schools. "

This "race

for Harvard" starts at nursery school accordin g to both Time
magazine (Pierce, 1980, p. 78) and The New York Times
(Hulbert , 1981, p. 19).

Screenin g large numbers of children

for availabl e openings in independ ent schools is a
frustrati ng process.

Parents are tense and anxious about

the process and the final decision , admissio ns officers try
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to evaluate performa nce and personal characte ristics with
sensitiv ity and an awarenes s of time contrain ts, and the
applican t has pressure to perform on a certain level at a
specifie d time (Hulbert , 1981, Pierce, 1980; Slade, 1981;

&

Vi ls, 1982).
Designin g an admissio ns process, and implemen ting
the procedur es with the previous ly cited contrain ts and
concerns can be a frustrati ng experien ce for admissio ns
personne l.

The unitary and autonomo us organiza tion of each

independ ent school preclude s specific guidelin es and
procedur es followed by all schools and thus leaves the
individu al few resource s for evaluati ng and objectif ying the
admissio ns process.
Educatio nal leaders in independ ent schools can assume a
signific ant role in shaping change in the independ ent
schools setting and in the communit y in which the school
operates by collecti ve purposef ul behavior which unites both
leaders and follower s in pursuing positive ethical changes
(Burns, 1978).

such leadersh ip is common because it is

found in the daily efforts of people mutually pursuing
collecti ve and valued goals.

It is uncommon in that it

contribu tes "to change, measured by purpose drawn from
collecti ve motives and values" (Burns, 1978, p. 427).
Leadersh ip opportun ities in educatio n spring from
individu als engaged in collecti ve efforts which are
purposiv e.

Such opportun ities are availabl e to all

educator s, at every level.

The purpose of this research is
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to investigat e the kindergart en admissions process and
personnel in independen t schools, and to provide guidelines
for improving or changing the process if schools desire.
Statement of the Problem
Those persons responsibl e for designing and/or
implementi ng screening procedures for young children
entering kindergart en face several important problems.
First, there is a determinat ion to be made as to the most
useful types of informatio n required for evaluating
candidates .

This informatio n base must be dictated by the

philosophy and educationa l goals of each independen t school
in its kindergart en program.

Secondly, the methods by which

such informatio n is obtained is of concern given the young
child's brief attention span and possibly atypical behavior
in a new situation and environmen t.

Ever present is the

possibilit y that a child may be incorrectl y evaluated and
misclassif ied in the assessment process (Gallerini , 1982).
Considerat ion must also be given to the availabil ity of
personnel to implement the admissions process and their
background and training, the length of time practicabl e for
assessment , and the cost of the assessment process.

Despite

these and other potential shortcomin gs in kindergart en
admissions procedures , every independen t school with an
excess of student applicants for available openings has
developed some method by which applicants are assessed and
evaluated for admission.
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Research has been conducted and reported which has as
its focus the assessment or evaluation of talents and/or
skills levels of gifted youngsters (Ehrlich, 1978; Green

&

Cansler, 1978; Karnes, 1978; Leonard, 1977; Ryan, 1978).
However, this issue has not been investigat ed nor reported
from the perspectiv e of the independen t schools which wish
to identify specific qualities in applicants which their
programs might nurture.
Purpose of the Study
Each independen t school is an autonomous organizati on
responsibl e and responsive to its board of governance which
defines the philosophy and goals of that particular school
within a context of applicable federal, state and local laws
and regulation s.

As an independen t educationa l organizati on

there is latitude in developing standards, goals,
methodolog y and procedures for all facets of the educationa l
processes and academic life within the purview of each
school as defined by its stated philosophy .

The National

Associatio n of Independen t Schools (NAIS) represents 999
independen t schools who qualify for membership on the basis
of membership in and/or approval by an appropriat e
evaluating agency (usually the regional accreditin g
associatio n of schools and colleges).

NAIS members must not

be in violation of state or federal laws or regulation s
regarding discrimina tion toward students and personnel, and
must be incorporate d as nonprofit, tax exempt institutio ns
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accordi ng to Interna l Revenue statute s.

This colleg ial

organiz ation makes no attempt to standar dize schools nor to
impose restric tions on indepen dent schools other than those
describ ed above but does attempt to provide service s to
members such as worksho ps (NAIS, 1983).

The purpose of this

researc h is to investi gate kinderg arten admissi ons
procedu res in NAIS member schools , the personn el and
procedu res involve d, and to formula te guideli nes to
strengt hen and improve this process .
The recent develop ment of parenta l interes t in
indepen dent elemen tary educati on has resulte d in increas ed
numbers of applica tions for admissi on to private schools .
To process these applica tions and to select approp riate
candida tes who may benefit from a program has caused
admissi ons personn el to evalua te and to develop more
sophist icated and objecti ve techniq ues of applica nt
evalua tion than those which may have been adequat e in
previou s years when enrollm ents were not at capacit y.
Develop ment of improve d procedu res for student
selecti on should involve an evalua tion of the level of
success of the current procedu res. School personn el can
determi ne a success ful process from their perspec tive as the
implem enters of the process , howeve r, indirec t measure s may
have to be investi gated in order to evalua te the reality of
the outcome of this process .

One such measure is parenta l

satisfa ction with the hidden assump tion that dissati sfied
parents withdra w their support , their childre n, from
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independ ent schools.

Two criteria identifie d by the

Childhoo d Developm ent Research Group at the universi ty of
Washingt on in Seattle to evaluate the success of their
highly gifted preschoo l program are "the numbers of children
who reenroll , and the numbers of program applican ts"
(Roedell , Jackson and Robinson , 1980, p. 77).

Another

measure indicati ng the fit of the child and the school is
the number of children who successf ully complete any
academic level and are therefor e offered contract s to
continue attending the school.

These criteria will be used

in forming hypothes es for this study.
The absence of reported research addressi ng the issues
of assessme nt and evaluati on of the abilitie s of young
children in independ ent educatio n and the absence of
reported guidelin es for kinderga rten admissio ns procedur es
in the independ ent sector places an enormous burden on
individu als whose designat ed respons ibility is admittin g or
denying admissio n to applican ts.

Persons responsi ble for

admissio ns recogniz e this lack of substant ive directio n as
indicate d by their support of and attendan ce at those
workshop s offered to them by NAIS.

Accordin g to the NAIS

Director of Admissio n Services , sessions at their annual
conferen ces of independ ent schools and their admissio ns
workshop s devoted to kinderga rten admissio ns "have been very
popular and in fact, over subscribe d" (Talbott , personal
communi cation, Septembe r 1, 1982).
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In summary, the purposes of this research are as
follows:
1.

To identify procedures currently in use for the
evaluation of kindergarten applicants

2.

To define the training and/or experience of
persons involved in the admission process

3.

To compare current selection processes in
independent schools with procedures recommended by
early childhood development and education
specialists in accredited schools of education
within United States universites

4.

To analyze any differences between the
reenrollment rate and level of satisfaction with
procedures at independent schools in order to
determine the success of those procedures, and

5.

To develop recommended guidelines for the
assessment of abilities of kindergarten applicants
to independent schools based on field practices
and psychological theories.
Statement of Need

The problems of evaluating young children's abilities
and behaviors in the kindergarten admissions process
presented themselves in the researcher's admissions
experience in an independent school, and in queries from
other independent schools at workshops and conferences
concerning admissions procedures.
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There is a need for research on the independ ent schools
as indicate d by the lack of reported empirica l data.
Independ ent school administ rations have expresse d an
interest in kinderga rten admissio ns: J. Bail, personal
communi cation, April 27, 1983;

c.

Bal lard, personal

communi cation, April 15, 1983; A. Coppinge r, personal
communi cation, Septembe r 27, 1983; R. Peters, personal
communi cation, March 18, 1983; J. M. Stockdal e, personal
communi cation, April 7,1 1983; J. D. Wi ikins, personal
communi cation, May 18, 1983.

Results of this research have

been requeste d by The School of Educatio n, Northwes tern
Universi ty (D. Slaughte r, personal communi cation, May 9,
1983), the Institute of Child Behavior and Developm ent,
universi ty of Illinois (B. L. Deal, personal communi cation,
November 7, 1983) and by the Council for American Private
Educatio n (R. L. Smith, personal communi cation, October 27,
1983). Correspo ndence with NAIS director s indicate d there
was a need for such a study because "profess ionals in this
field are clamorin g for models and guidelin es to assist them
in this area of admissio ns" and "such research would be a
great asset to our schools" (H. Talbott, personal
communi cation, Septembe r 1, 1983).

The NAIS Director of

Academic Services addition ally indicate d his interest in
this area of research as "both interesti ng and timely" (L.
Knight, personal communi cation, July 12, 1983).
With increasin g numbers of applicat ions for availabl e
openings at the kinderga rten level, it has become necessar y
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for admissio ns persons to develop anew and/or refine
existing procedur es to identify children who could benefit
from that schools' particul ar educatio nal program.

At the

same time, school personna l are cognizan t of the
ramifica tions of having to deny admissio n to applican ts.
The societal tendency toward litigatio n as a means of
redressin g grievanc es is well document ed.

The independ ent

schools have no regulato ry body responsi ble for setting
admissio ns standard s and overseei ng complian ce with
regulati ons.

Admissio ns personne l are, then, placed in a

position of being potentia lly vulnerab le to charges of
denying admissio n to applican ts solely on the basis of
subjecti ve determin ations.

This study should be useful to

independ ent school administ rators, educator s and admissio ns
personne l in the United States in tne developm ent of
improved practice s for student selectio n which should prove
to be of benefit to the institut ions as a who le and their
specific clientel e as individu als.
Statemen t of Hypothes es
The followin g objectiv es have been defined and
hypothes es formulat ed based on the purposes of this study
and a selected review of pertinen t literatu re.
1.

The first objectiv e of this study is to identify
procedur es currentl y in use in independ ent school
kinderga rten admissio ns.

The followin g hypothes es
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have been formu 1 ated and wi 11 be tested at the .05
level of signifi cance by the chi-squ are procedu re.
1.1. Indepen dent schools with specifi c procedu res
for evalua ting applica nts will have no higher
student reenrol lment than schools with no
specifi c procedu res.
1.2. Indepen dent schools with specifi c procedu res
for evalua ting applica nts will be no more
satisfi ed with the admissi ons process than
schools with no specifi c procedu res.
1.3. Schools with a large selecti on pool of
applica nts will have no more specifi c
procedu res for evalua tion than schools with a
small selecti on pool.
2.

The second objecti ve is concern ed with the
backgro und trainin g or experie nce of the person or
persons conduc ting the evalua tion of candida tes.
A chi-squ are analysi s of this data will be tested
at the .05 level of signifi cance.
2.1. Indepen dent schools with trained admissi ons
personn el will have no higher student
reenrol lment than schools with untrain ed
personn el.
2.2. Indepen dent schools with experie nced
admissi ons personn el will have no higher
student reenrol lment than schools with
inexper ienced personn el.
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2.3. Independ ent schools with trained admissio ns
personne l will indicate no greater
satisfac tion with procedur es than schools
with untraine d personne l.
2.4. Independ ent schools with experien ced
admissio ns personne l will indicate no greater
satisfac tion with procedur es than schools
with inexperie nced personne l.
2.5. Independ ent schools with a higher selectio n
ratio will not have personne l with more
training than schools with a lower selectio n
ratio.
2.6. Independ ent schools with a higher selectio n
ratio will not have personne l with more
training than schools with a lower selectio n
ratio.
3.

The third objectiv e of this research is to compare
school evaluati on criteria of applican ts with
criteria recommen ded by child developm ent and
educatio n speciali sts in United States
universi ties. Both groups will complete a
question naire and a Friedman Test will be applied
to ranked criteria .

It is hypothes ized that:

3.1. There will be no signific ant differen ces
between admissio ns persons' rankings of
importan ce qualitie s for applican ts to
independ ent schools and those qualitie s
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perceived as important by child developme nt
and education specialist s in United States
universiti es.
4.

The fourth objective is to analyze any difference s
between the reenrollme nt rate and a school's level
of satisfactio n with its admissions procedures .
A chi-square analysis will be made of the
responses at the .05 level of significan ce.

It is

hypothesiz ed that:
4.1. There will be no significan t difference
between the reenrollme nt rate of students and
the school's level of satisfactio n with its
admissions procedures .
S.

A fifth objective of this research is to measure
the significan ce of difference s between responses
on other selected variables measured in this
research.

A chi-square statistica l procedure will

be used to analyze these data at the .05 level of
significan ce.
6.

A sixth objective of this research is to formulate
guidelines for kindergart en admissions procedures
in independen t schools.

These guidelines will be

developed by analyzing data obtained from
independen t schools and child developme nt and/or
education specialist s in schools of education
within United States universiti es.

As a result of

this study, guidelines will be suggested in
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terms of appropriate procedures for assessing and
evaluating the abilities of kindergarten
applicants to independent schools.

These

guidelines will be made available to schools
through the National Association of Independent
Schools.
Definition of Terms
All professions seem to have developed terms of
reference and identification which have meaning to those in
that profession.

Terms used in independent education, while

well known to the users, are generally not know outside of
the independent school setting.

For clarification, such

terms and others used in this research are defined as
follows:
1.

Admissions officer(s), persons, personnel.

The

school designated individual(s) with the
responsibility for conducting and/or coordinating
all facets of the admission process (NAIS, 1983).
2.

Admission(s) procedures.

Specific actions taken

by a school from initial inquiry and parent
interview (Hoppin, personal communication,
November 10, 1983).

May include interviews,

and/or observations, formal/informal testing of
applicants, among other measures.

Used

interchangeably with #3 (Hulbert, 1981; Pierce,
1980).
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3.

Admissio n{s) process.

customar y method of

conducti ng the business of admissio ns from receipt
of applicat ion to acceptan ce or denial of that
applicat ion.

Used intercha ngeably with #2.

4.

CAPE.

5.

Experien ced personne l.

Council for American Private Educatio n.
Persons with more than two

years in an admissio ns position .

6.

Gifted. Individu als who are function ing at or who
show promise of function ing at high levels of
intellec tual ability {Clark, 1982).

7.

Independ ent school.

A nonpubli c school with

selected students which may or may not charge
tuition and/or fees.
school.)

{Also referred to as private

Governan ce is by an autonomo us board or

trustees , who may delegate power and authorit y to
a head {Krausha ar, 1972).
8.

Kinderga rten.

A one year course of study

immedia tely precedin g

p.
9.

first grade {Headley , 1965,

13).

NAIS.

The National Associat ion of Independ ent

Schools.
10.

NCES.

u. s.
11.

National Center for Educatio n Statisti cs,
Departme nt of Educatio n.

Porter Sargent.

Indicate s referenc e to The

Handbook of Private Schools: An Annual A
Descript ive Survey of Independ ent Educatio n.
12.

Reenroll ment.

Those present students offered
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contrac ts for the followi ng year.

(This include s

those who will not return because of moving,
finance s, etc., but are eligib le as indicat ed by
being offered a contrac t for the_ fol lowing year.)
13.

School test.

Non-nor med informa l tests designe d

for and in use in an ind iv idua 1 schoo 1.

May

include such items as checkl ists, criterio n
referen ced tests, tasks mastere d, and functio nal
assessm ents
14.

(Anasta si,

Selecti on pool.

1982).

The numbers of persons who have

formall y applied to a school (Anasta si, 1982, P~
182).
15.

Selecti on ratio.

The number of persons selecte d

for admissi on from the number of formal applica nts
(Anasta si, 1982, p. 181).

For this researc h, the

ratios are arbitra rily determi ned to be small
ratio 2:3, medium ratio 1:2,
16.

Standar dized test.

large ratio 1:3.

A publish ed test with standar d

prescri bed directi ons and for which normati ve data
are availab le from a specifi ed popula tion
(Anast asi, 1982).
17.

Trainin g.

Related instruc tion or prepara tion for

the tasks involve d in admissi ons.

This may

includ e a minimum of ten hours of course work in
child develop ment, early childho od educati on,
tests and measure ment, psychol ogy or similar time
spent in on the job trainin g, attenda nce at
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workshops related to admissions, and/or child
development and other related tasks (Gear, 1978).
Design of. the Study
Survey research procedures are used to "determine
opinions, attitudes, preferences and perceptions of groups
of interest to the researcher" (Borg and Gall, 1979, p. 27).
While demographic information about selected independent
schools is available, specific information about school
policies and methodologies is available only from those
individual schools under consideration .

A comprehensive

review of the related literature revealed a lack of reported
research regarding the assessment and evaluation of
kindergartene rs' abilities related to the admissions process
in independent schools; therefore, a descriptive survey
research procedure was utilized to gather information from
individual independent schools which offered kindergarten
programs.
Two sources were used to determine this population. The
National Association of Independent Schools maintains lists
of all member schools and indicates the grade levels offered
by each school.

The second source used describing

independent schools is The Handbook of Private Schools:
An Annual Descriptive survey of Independent Education, 63rd
ed.

(Porter Sargent, 1982).

Those independent schools with

kindergarten programs listed in both of the previously named
sources constituted the target population for this study.
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A cross-se ctional survey method (Kerling er, 1965) was
employed to gather data from a randomly selected sample of
independ ent schools.

The period selected for data

collecti on was April and May, 1983, since the school
populati on would be stable and admissio ns officers ' duties
would be less great at this time of year, al lowing them time
to particip ate in this research .
A research question naire formulat ed from a review of
the literatu re and research objectiv es of this study was
construc ted to elicit a maximum of informat ion which the
responde nt could record in fifteen to thirty minutes.
The methodol ogy employed is further explaine d in
Chapter

I II.
Assumpti ons of the Study

1.

When the establish ed procedur es are observed ,
standard ized tests may provide informat ion about
young children 's achievem ents and abilitie s
(Clark,

2.

1980).

Non-norm ative function al assessme nts or criterio n
referenc ed tests may provide informat ion about the
level of function ing of young children (Anastas i,
1976).

3.

Each independ ent school has develope d a type of
selectio n process for the purpose of evaluati ng
applican ts for admissio n (Hulbert , 1981).

4.

All schools in this research populati on have an
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excess of applican ts and that the schools will
select students demonstr ating their highest levels
of achievem ent.
Limitati ons of the Study
This study is limited to an analysis of data obtained
from a written question naire sent to a systemat ic random
sampling of 165 admissio ns officers in United States
mainland independ ent schools with kinderga rten programs who
were members in good standing of NAIS and were also cited as
"Leading Private Schools" by Porter Sargent in the 63rd
edition of The Handbook of Private Schools (1982).
Response s are generali zable only to those schools respondi ng
to the survey and to the extent that those response s are
accurate and reflect the procedur es used to select the 198283 school year enrollme nt.
Organiza tion of the Disserta tion
The research in this study is organize d as follows:
Chapter I states the rationa le for the study of
kinderga rten admissio ns in independ ent schools, with a brief
descript ion of the survey research methodol ogy employed .
Assumpti ons, limitatio ns and terms of this study are
defined.
Chapter II discusse s selected related literatu re
regardin g independ ent schools, kinderga rten programs in
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United States schools, and those additional studies reported
which lend greater interpretation to this research study.
Chapter III contains the detailed methodology of the
research design and presents the data obtained in this
study.
Chapter IV discusses the analysis of the data obtained
and relates the results to the stated objectives and
hypotheses of the study.
Chapter V summarizes the study contained herein with
conclusions, presents the guidelines and makes
recommendatio ns for further studies.
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CHAPTER II
REVIEW OF THE LITERATURE
This chapter has as its focus a review of literatu re
relative

to

the

research

topic Kinderga rten Admissio ns

Procedur es in Independ ent Schools.

A framewor k for this

topic is provided by a brief overview of the independ ent
schools and a recapitu lation of the developm ent of
kinderga rten educatio n in the United States.

The methods

and means by which the abilitie s of kinderga rten age
children are identifie d is explored .

In the absence of

studies reporting on the specific topic of kinderga rten
admissio ns policies in independ ent schools, the informat ion
base was expanded to include methods of identific ation of
gifted young children .

Highly competit ive private schools

tend to attract the families of above average ability
students , so literatu re concerni ng the identific ation of
gifted young children has been included as an appropri ate
area of review (See Assumpti ons, p. 21).

Grade level

placemen t accordin g to a particul ar age attainme nt is
neither mandated nor universa lly accepted in independ ent
schools, so this literatu re was furtber expanded to include
preschoo l age children in order to acquire informat ion on
assessme nt and evaluati on of the abilitie s of four year
olds.

The approxim ate age range for kinderga rten children
24
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in this research is between four and six years of age.
A comprehensive literature search encompassed many
sources.

Strategies included the use of the Lockheed DIALOG

system at the University of San Diego Copley Library in
order to access information in the ERIC clearinghouse on
Elementary and Early Childhood Education at the University
of Illinois, at Urbana-Champa ign.

In addition, this same

system allowed access to the Exceptional Child Education
Resources at the council for Exceptional Children in Reston,
Virginia.

This resource center maintains data on gifted and

handicapped children.

Descriptors used were preschool

education, preschool children, kindergarten education,
kindergarten children, young children, early childhood
education, academically gifted, identificatio n, admissions
and private schools.

Professional journals, abstracts,

periodicals, books and microfilms were researched in library
collections at University of California, Los Angeles;
University of California, Berkeley; University of
Washington, Seattle; University of Arizona, Tucson;
University of San Diego and San Diego State University.
Conversations and correspondenc e with university professors
who had received the survey questionnaire directed this
researcher to others in the field of education and
psychology who might have unpublished information or
research pertinent to this study (I.Y. Liberman, personal
correspondenc e, May 10, 1983; D. Slaughter, personal
correspondenc e, May 9, 1983).
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It was evide nt in the early and later stages of this
review of the litera ture that resear ch on the identi ficatio n
of the abilit ies of young childr ren, aged four to six, was
limite d.

Studie s have been report ed regard ing assess ment of

the abilit ies of young childr en when those childr en are both
gifted and handic apped or both gifted and membe rs of
minor ity ethnic groups , or both gifted and with limite d
econom ical resour ces (Bruch , 1971; Dunn, 1973; Elkind , 1973;
Greene & Cansle r, 1978; Karnes & Bertsc hi, 1978; Leonar d,
1977, 1978; Renzu lli, 1973; Sattle r,1974 ).

When a study

provid es an approp riate and applic able insigh t into the
abilit ies of young gifted childr en, regard less of other
variab les, that study has been includ ed in this review of
the litera ture.
Genes is of the Americ an Indepe ndent School
The early Englis h Colon ists in Americ a establ ished
schoo ls which follow ed the educa tional patter n of Englan d in
the sevent eenth and eighte enth centur ies.

The leader s of

the Massa chuset ts Bay Colony were themse lves educat ed men
and recogn ized the import ance of educat ion in the
develo pment of the Colony .

As produc ts of the Protes tant

Reform ation, readin g the Bible was a Christ ian's sacred duty
and knowin g how to read was of prime import ance in
fulfil ling this duty.

Educa tion, by extens ion of this

ration ale, was also consid ered an obliga tion in terms of
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compreh ending the Scriptu res as a means of fulfill ing life
in the present and eterna lly.
Appren ticeship s were the most common means of acquiri ng
an educati on in the Colonie s.

The laws and statute s of the

early 1600's provide d for the appren ticing of poor and
orphane d childre n in order to educate them. Childre n were
also volunt arily apprent iced in order to learn a trade (Good
&

Teller, 1969).

The first general educati on law in

Massac husetts was passed in 1642. This was, in part, an
apprent icing law and provide d sanctio ns against both parents
and masters who neglect ed to teach childre n "to read and
underst and the princip les of religio n and capital laws of
this country " (Moriso n, 1956).

In 1647, a Massac husetts law

was enacted which require d each town of 50 househ olders to
provide a teacher "for all such childre n as shall resort to
him to write and read, and whose wages shall be paid either
by the parents or masters of such childre n, or by the
inhabit ants in general ."

The law also require d towns of 100

househo lders to establi sh a grammar school "to instruc t
youth so farr as they shall be fitted for the Univer sity."
The common name for this particu lar law is the "Old Deluder
Satan Act" as it opens with a referen ce to "that old deluder
Satan" whose purpose was to keep man from a knowled ge of the
Scriptu res.
The dame school, which was popular in England ,
transfe rred easily to New England village s and towns.

The

central town square, or commons, with the commun ity
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developed on the perimeter of the commons, facilitate d
children's attendance in a home organized as a dame school
by one of the local women.

These schools exposed children

to the alphabet, numbers and perhaps simple reading.

The

dame schools were preparator y to the town and grammar school
which required a knowledge of these basics for entrance.
Many girls received their only formal education at the local
dame school, and if the community or settlement had
establishe d no other schools, the dame school might also
provide the only education for the boys. (Frost, 1966).
Boys over the age of five were welcome in the early
schools and girls would be enrolled if their parents
desired, but enrollmen t of girls would have been unusual.
Many of these early schools were conducted by women, but
some were termed reading or writing schools as opposed to
the dame schools which were conducted in the home.

"In

reading schools, conducted by women, the beginners learned
alphabet, simple spelling, reading and beginning sewing and
knitting" (Seybolt, 1935, p. 9).

Writing schools

concentrat ed on writing and usually provided the writing
materials.

Occasiona lly, the curriculum included reading

and/or arithmatic .

The writing school curriculum might

include further instructio n in reading, spelling could be
taught, and religious classes were always appropriat e.

The

dame schools and the reading and writing schools could be
considered private schools since a fee was levied on each
student (Seybolt, 1971).
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The first known and recorded operating date for a
grammar school in the Colonies is 1635.

At the time the

Boston Latin School was organized and opened to teach boys
in preparatio n for the ministry.

Students were accepted at

age seven or eight provided they could read simple English
sentences. They received instructio n in Latin grammar, and
if they attended the full seven or eight years they were
taught Greek and Hebrew.

Not all grammar schools exposed

students to the rigor of reading, writing and conversati on
in Latin, but Boston Latin School prepared its boys for
admission to Harvard University , which was founded in 1636.
The school was free for residents of Boston, but tuition was
charged to those outside of Boston making it the first
public and private grammar school (Chamberla in, 1944).
The date of the establishm ent of the first fully
independen t nonpublic ally funded school is unknown, but the
first mention of a private school master occurs in Boston
records in May, 1666.

A Mr. Jones is mentioned in 1667 and

in that year, a Mr. Howard establishe d and advertised a
private writing school.

In 1709 Owen Harris' School offered

writing, arithmetic , geometry, trigonomet ry, astronomy,
surveying, graphing, gauging and the use of instrument s
(Cohen, 1974).

The classics emphasis of the Latin grammar

school was now being supplement ed by a broader, more
practical curriculum more responsive to the demands of a
larger, more prosperous population .
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By 1730, there were numerous advertise ments in the
Boston newspape rs for private school academie s.

At first

the academie s were schools for boys only, but some academie s
offered a female departme nt for girls.

The concept of

coeducat ion was not readily accepted , and those parents who
wished to have girls further educated supporte d the
establish ment of female academie s.

The curriculu m of all

academie s was a departur e from that offered by the classica l
grammar school, and while they did offer a full range of
studies which would prepare boys for college, new courses
were introduc ed in response to the preprofe ssional or
business requirem ents of a growing middle class (Sizer,
1967).

The academy offered courses of a practica l nature

such as science, language s and engineer ing which were taught
in the vernacul ar rather than Latin.

The female academie s

offered studies in literatu re, music, art, needlewo rk in
addition to reading and writing.

Adminis tration and control

of the academie s was usually vested in independ ent trustees ,
and because they were often founded by a religiou s group
they usually included a member of the group or denomina tion
sponsori ng the academy.

Funds were received from both

private sources and public sources.

Public sources might

include tax revenues or defrayme nt of tax payments .

Tuition

was charged, and the academie s were consider ed private
schools.
In 1743 Benjamin Franklin proposed opening an academy
in the city of Philadel phia.

His c·oncept was to organize a
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totally nonsecta rian school which would emphasiz e English,
history and mathema tics in its curriculu m.

By 1750 a board

of trustees had been organize d and the academy opened to
students .

In 1755 the trustees were predomin antly Anglican

and an Anglican priest, William Smith, was appointe d
provost.

This combined classica l and pragmati c school

formed the nucleus of an instituti on which would evolve into
the present day Universi ty of Pennsylv ania (Good

&

Teller,

1969).
The later Colonial period, after 1770, saw
coeducat ional schools~ girls' schools, and a majority of
boys' schools establish ed in the Boston, Salem and Newport
areas.

These schools offered a mixture of practica l and

utilitari an courses along with classica l studies such as
Latin and Greek; this could be interpre ted as the result of
the influenc e of Franklin 's academy.
The curriculu m of the traditio nal Latin grammar school
was being changed and adapted to the economic and social
requirem ents of the new middle class and the pattern of the
secondar y school as known today was beginnin g emerge
(Chamber lain,

1944).

In the early southern settleme nts, educatio n of
children was al so attended to by parents as in New Eng land.
However, plantatio ns were scattere d and settleme nts were not
cohesive as in the north, so nearby planters might join
together , or provide individu ally, an "old field school", so
named because it was located in an old abandone d tobacco
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field.

If taught by a minister or parson, it would be

called a parson's school.

The school master could be a

minister, servant or planter's wife and was partially paid
by a tuition charged each child (Robinson,- 1977).
For those southerners of wealth, tutorial education was
arranged by them for their children.

This English upper

class model of education was prevalent for those who could
afford it in the mid to late seventeenth century.

In 1669,

John Carter ordered the first tutor from England for his son
Robert.

There was a lack of English tutors locally and

those who wished to emulate this model of educating their
children had to resort to employing, as tutors, "convicts,
women and ministers" (Cohen, 1974, p. 131).

As the number

of students increased at a plantation which had a resident
tutor, a special schoolhouse might be built where students
would live together during their term of studies.

Adolphe

Meyer (1967) hypothesizes that this arrangement developed
into the American independent boarding school, although
Sizer attributes the concept of the boarding school to the
academy (1964).

For the children of the wealthy, fathers

might also serve as tutors, especially in areas of
plantation managemen:•

Books were few and h~ghly prized and

were usually in the libraries of the owners of large
plantations.
Both boys and girls were prepared at the plantation
schools or by tutors by the middle of the eighteenth
century.

Girls were not usually exposed to much beyond
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elementary reading and writing.

Boys had the option of

attending private Anglican parish schools, a grammar school,
or might be sent to England or Europe to continue their
education.

If one were to attend a southern university , the

College of William and Mary in Virginia had received its
charter from the King and Queen in 1693, and had also
developed its own grammar school (Rouse, 1973).
The transplant ing of the social stratifica tion or the
class society of England to the southern colonies maintained
the educationa l model of the English.

For the poor,

education consisted of pauper schools, and church or charity
schools and apprentice ships.

Education for the merchant

c 1 ass was a function of the Ang 1 i can church and its
missionary societies.

In 1631, in Virginia, a statute

required the clergy to provide instruction in the Anglican
catechism and the Book of Common Prayer to all youth.

The

success of this statute and the diligence with which it was
enforced might be indicated by a study of male jurors of mid
eighteenth century Virginia.

This study indicates

approxima tely half of all adult male jurors were illiterate
and "property inventorie s of the court records indicates the
ownership of books was very limited" (Mason, 1976, p. 134).
In the mid colonies controlled by the Dutch Reformed
Church, the direction and developmen t of education was under
the supervisio n of the Classis of Amsterdam in the
Netherland s.

The Classis was a church organizatio n or

committee of directors whose purpose was to endorse teachers
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and send them to the New world in response to colonists'
requests (Meyer, 1965).

The church and the village financed

a portion of the schoolmaster's salary, and each child was
charged a tuition fee.

The school was in the service of the

Dutch Reformed Church and reading and religion were the
primary subjects taught, although writing and arithmetic
could be included (Adams, 1927).

The background and

religion of the middle colony settlers was diverse.

New

Netherland was a colony of the Dutch West India Company and
its purpose was trade and financial enrichment, so the
colonies of this area were open to all who could contribute
to this financial operation.

Schools were locally

established and controlled, and in communities large enough
to include several sects, several small private schools
would be established for members of each sect.

The

advantage of this fragmented society was that a unique
climate of religious tolerance was extended to all (Cremin,
1970).
After the English took control of New Amsterdam in
1664, the Anglican Society of the Propogation of the Gospel
in Foreign Parts had a significant impact on education,
particularly in New York. By 1703 missionary and educational
activities were well developed.

In 1706 the society donated

land and voted monies to support a permanent grammar school
and in 1709 it supported the efforts of Trinity Church in
establishing schools.

The curriculum included reading,

writing and arithmetic and a thorough grounding in Anglican

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

35

catechism accordin g to the Book of Common Prayer (Cohen,

1974).
Elementa ry or grammar schools had been organize d prior
to 1650, but schools offering advanced or secondar y level
course work did not become numerous until 1700.

Incipien t

academie s or private schools, also called advertiz ed schools
were developi ng in larger cities.

Many of these schools

offered evening as well as day courses in practica l
subjects .

By 1722, Philadel phia, the largest city in

British America, had 160 teachers conducti ng such schools,
and in the post Revoluti onary years New York had one private
school teacher for every ninety families (Wi.lds

&

Lottich,

1970).
By the time of the Revoluti onary war both public and
private schools were flourish ing in New England,
particul arly Massach usetts, and strugglin g in the Middle
Colonies and the South.

In New England several conditio ns

combined to create an optimal climate for the growth of
educatio n.

Settleme nts were compact and cohesive and were

populate d by persons with similar backgrou nds, politica l
convicti ons and a common Calvinis t based religion .

Except

for Rhode Island, the New England colonies supporte d
Calvinis m as a state religion , and suppress ed all others.
While there were economic division s in most communi ties, the
majority of the people were of the working class, and the
'control of governme nt was not solely invested with the rich.
Massach usetts, particul arly enjoyed a church state
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partners hip with leaders who were educated and promoted
educatio n as a religiou s obligati on.

Leaders wanted

citizens to read and comprehe nd the Bible in order to
achieve salvatio n within the concept of Christia n doctrine
as the leaders interpre ted it.
The southern settleme nts were not cohesive small
villages or towns.

Plantatio n owner families could and did

interact with one another, but plantati on workers did not.
The class structur e of England transpla nted readily to the
south, with marked division between the wealthy and the poor
or servant classes.

Educatio n was similarl y divided

accordin g to class ranking.

The states did not support the

dominant Anglican church, and the clergy were not always
dedicate d to educatio nal excellen ce as a componen t of
religion . The servant class assumed the religion of their
masters, but the communal and democrat ic zeal of New England
was lacking.

Both New England and the south were settled by

the English, but as settlers , their only true commona lity
was language .

Educatio n in the south.exp anded, with private

schools for the rich and apprenti ceships or indentur ing for
the majority .
The middle colonies were settled by a mixed populati on,
with many religion s represen ted.

Early coloniza tion was

under the aegis of the Dutch East India Company whose
primary interest was commerc ial, and educatio n was secondar y
to the success of commerce .

Each individu al settleme nt
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tended to attract similar members who shared a common
background and religion and who supported their own church
school.

As settlement s grew and the population held varied

social, religious and political conviction s, each group was
protective of preserving its traditions among all the other
traditions surroundin g it.

A general attitude of tolerance

for all became a necessity in a melting pot culture, but
this removed any impetus for community support of education.
When the English took control of the Dutch settlement s in
1664, the pattern of nongovernm ental, nonrel~gio us
interferen ce in education prevailed as it did in the
southern colonies (Kilpatric k, 1912).
The postrevolu tionary era saw the developme nt of a
merchant or business class, p_articula rly in New England the
the middle colonies.

There was a need for schools which

could train men in shipping, banking, and as merchants and
accountant s.

Schools were establishe d and developed which

were support by tuition and such schools supported the
interests and efforts of those who desired this kind of
training for their sons.

The Latin grammar school classical

training was well suited to those who would become ministers
or read the law, or remain gentlemen and scholars.

The

nonconform ist English schools served as a model for the type
of education which could provide the practical training more
in demand by a changing society (Melvin, 1946).

These

schools were termed Academies.
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The concept of the Academy spread widely in the years
between the American Revolutionary and Civil wars indicating
its acceptance by and influence on the population of that
period.

Although academies were private, fee charging

institutions, one can surmise the fees were within the range
of many families.

Barnard estimated over 6,000 academies

were operating in the Atlantic coast areas in 1850 (cited in
Kraushaar, 1972, p. 60).

Students were not only attracted

from the local community, but also from greater distances.
Living quarters had to be arranged for nonlocal students
with the local families, and for this reason Sizer (1964)
states "most academies were boarding establishment s" (p.
36).

In the 1830's, fifty years after its founding,

Phillips Academy, Andover, Massachusetts , built the first
known dormitory (Fuess, 1917).

By the late nineteenth

century most college work was not much more advanced than
the curriculum offered by academies, and many teachers were
being trained by the academies (Sizer, 1964).

However,

widespread industrial growth and technological progress
required the colleges to evaluate their course offerings
with the result that more demanding courses were offered in
response to society's demands.

More challenging college

courses resulted in the academies' focus on more thorough
preparation in precollege courses.

Some schools were

established as preparatory schools for particular
universities such as Hotchkiss for Yale, Lawrenceville for
Princeton and many of the Boston area schools for Harvard
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{McLac hlan, 1970).

This concept of the college prepara tory

academy continu es today in the indepen dent day and boardin g
seconda ry schools .
The academ y was not the only type of modern
indepen dent school which evolved from an eightee nth century
model.

The day school had its genesi s in the early town

schools and church schools of colonia l times.

Most of the

day schools today are elemen tary schools , or retain an
elemen tary divisio n in a seconda ry school {NAIS, l983}. The
elemen tary school is more easily organiz ed and establi shed
than the seconda ry school as it does not require facilit ies
such as laborat ories or the large librari es of the seconda ry
school.

Many elemen tary day schools have develop ed around a

philoso phy or an influen tial teacher and a group of
interes ted parents , and while some have added subsequ ent
grades as needed or desired , some have elected to remain
elemen tary in focus {Bailyn , 1960).
The day school as a "countr y day" school emerged during
the late ninetee nth and early twentie th centuri es in
respons e to the demand for schools in the develop ing
suburbs .

These origina l country schools also had an appeal

for city familie s who wished to expose their childre n to the
clean air of the country without the inconve nience of
sending them away to boardin g schools .

Many of these former

country schools are now surroun ded by cities, howeve r, in
1937 over 100 organiz ed and establi shed a Country Day
Headma sters' Associ ation {Kraush aar,

1973).

This
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associat ion agreed on certain elements which distingu ish the
Country Day School from other day schools: "(a) a full day
program of academic and extracur ricular activiti es, and (b)
close home ties with ful 1 involvem ent of parents"
(Krausha ar, 1973, p. 77).
The majority of day schools were widely influenc ed by
the progress ive school movemen t which took place between
1876 and 1957 (Cremin, 1961).

Many private schools were

leaders in the progress ive movemen t, most notably John
Dewey's Laborato ry School at the Universi ty of Chicago.
Progessi vism develope d during a period of great change in
American society and was the result of the philosop hical and
scientif ic thought of the late nineteen th and early
twentiet h centurie s.

Massive waves of immigran ts, rapid

growth of urban areas, and technolo gical and industri al
developm ents resultin g in the modern factory cities, all had
their impact on the schools of the day.

Darwin's theories

and the developm ent of scientif ic inquiry methods influenc ed
educatio nal philosop hies in new ways of problem solving and
also resulted in an intellec tual climate in which the new
study of psycholo gy was being develope d (Cremin, 1961).

The

private schools were in a position to respond rapidly to
these societal changes because they were small in size,
autonomo us, and unhamper ed by bureauc ratic structur es, and
in addition , many were willing to implemen t the then new
methodol ogy develope d by Dewey and his associat es.

A number

of day schools also opened at the turn of the century which
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espoused particular philosophies such as Felix Adler's
Ethical Culture Schools and the Rudolf Steiner influenced
Steiner and Waldorf Schools (Meyer, 1965).
The period after world War II saw the decline of the
Progressive movement and a reappraisal of methodology and
curriculum in both elementary and secondary schools (Ozmun
and Craver, 1981).

The federal government became highly

involved in the socio-political processes of education at
this time.

This reappraisal of methodology and curriculum

has not had the impact on private schoo 1 s which it has had
on public schools.

Private schools have been free over the

years to adjust and change curriculum and methodology
according to perceived needs of their clients within the
framework of their stated philosophy and goals.
In 1961, James B. Conant perceived a threat to public
education if private education received any public funds,
directly or indirectly, and further suggested such a plan
would ultimately destroy the public school system.
prior fears, in the 1920's, resulted in a

u.s.

Similar

Supreme Court

decision handed down in 1925 in the case of Pierce vs.
Society of Sisters.

In 1922 the state of Oregon passed a

law requiring that all children attend public schools.

The

Court declared that while the state has the right to
require children to attend school, and can further require
all schools.to meet minimum standards, parents do retain the
right to select a school from among those meeting state
standards.

This decision reinforces and validates the
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American tradition of the dual system of public and private
educatio n options.

Two

u. s.

Supreme Court decision s,

Cochran vs. Louisian a State Board of Educatio n (1930) and
Board of Educatio n of Central School District No. 1, Towns
of Greenbu sh et al. vs. Allen held that the furnishi ng of
loans of publica lly purchase d textbook s to private schools
was valid.

Both of these decision s were technica lly based

on the Fourteen th Amendmen t.

This same ammendme nt was used

in the case of Brown vs. Board of Educatio n of Topeka (1954)
which repudiat ed the concept of separate but equal schools
for minoriti es.

The Civil Rights Act of 1964 added further

legislat ive power.

These laws all define the Constitu tional

right to protect individu als while preservi ng the delegati on
of educatio n to the states (Johanse n, 1979).

Many schools,

independ ent schools, have been organize d to avoid complian ce
with these laws, and their regulati on and validati on is the
function of the courts; however, the Council for American
Private Educatio n represen ts an overwhel ming majority of
more than 15,000 independ ent schools whose publishe d policy
is one of nondiscr iminatio n (CAPE, 1983).

The most recently

proposed legislat ion S528, HR 1730, The Educatio nal
Opportun ity and Equity Act of 1983 proposed a maximum
tuition tax credit of $300 per child in a nondiscr iminator y
and tax exempt instituti on (CAPE, 1983).

It remains to be

seen whether this proposed legislat ion will pass into law,
and further, whether the private schools would be able to
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accomoda te any addition al students who wish to take
advantag e of this benefit.
The past decade has seen increase d enrollme nts in
private schools in the United States, despite declinin g
birth rates and decreasi ng public school enrollme nts.
Increase d tuition costs seem not to have affected interest
in independ ent schools.

Doyle (1982) suggeste d that even

with a slow growth economy there was an increasi ngly
affluent middle class willing to pay for private schoolin g.
This affluenc e can be attribute d to:
••• reduced family size: Fewer children mean more
disposab le income.

The second event has been the

delayed onset of first childbea ring.

More middle class

adults earn more as their careers develop.

Of even

greater importan ce is the fact that in 50% of twoparent families both husband and wife now work.

Two

incomes make many things possible that are only a dream
for one.

Increase d financia l capacity to attend

private school, then, is a major change ••• (p. 12).
Another factor contribu ting to the growth of
independ ent schools in contempo rary America is a growing
public percepti on that the quality of public educatio n is
declinin g. The Fourteen th Annual Gallup Poll of the
Public's Attitude s Toward the Public Schools (Gallup, 1983)
indicate d only 47% of parents surveyed would choose to send
their children to public schools, even if private schools
were free.

The 45% surveyed who preferre d the private
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schools did so far the following reasons:
Higher standard of education

28%

Better discipline

27

More individual attention

21

Smaller class size

17

Better curriculum

12

Quality of teachers

11
(p. 47).

A report made by James Coleman, Thomas Hoffer and Sally
Kilgore (1982) found that the characteri stics which resulted
in higher achieveme nt were much more 1 ikely to be found in a
private school than in a public school.

They found private

schools imposed more strict disciplina ry rules and
maintained greater order in the classroom.

Private schools

were more rigorous in terms of homework, and put a much
greater emphasis on academic subjects.

Keisling (1982)

suggested that the quality of teachers which was not
investigat ed in the Coleman Report, bears examinatio n.

In

the independen t school, outstandin g teachers performanc e can
be rewarded with merit pay, and incompeten ce can be dealt
with by firing or not rehiring when renewal of contracts is
considered .

These findings tend to be corraborat ed by the

responses to the Gallup Poll previously cited.
Independen t schools see their services as complemen ting
those of the public schools in providing an alternativ e form
of education.

John

c.

Esty, president of The National

Associatio n of Independen t Schools said "I hope people
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concerned about public education will learn something from
the reasons why people choose independen t schools" (cited in
Maeroff, 1981).

The independen t schools once thought of as

institutio ns for the rich are becoming alternativ e schools
for the upwardly mobile middle class in the 1980's.
Evolution of the Kindergart en
During the eighteenth century while American educators
were adapting and changing the model of the English school
and the concept of tutorial education, European philosophe rs
were questionin g the concepts of educating young children.
During this period education was based on the use of books.
Children were introduced to reading and once reading was
mastered education could commence.

Knowledge was considered

independen t of sensory experience s.
Jean-Jacqu es Rousseau (1712-1778) emphasized the value
of the study of the developme nt of the child and
subsequen tly designed a curriculum which was appropriat e for
the developmen t level of the child to ensure he would
realize his potential.

Rousseau placed feeling above

meaning and humanity above reason.

He condemned education

which was totally confined to the use of books and languange
for the purpose of molding the child to a standard of
conformity .

In his first paragraph in Emile, Rousseau

(Foxley, 1969) writes, "Everythin g is good as it comes from
the hands of the Creator of Nature; everything deteriorat es
in the hands of man" (p. 1).

Rousseau theorized that there

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

46
was a state of naturaln ess or of perfectio n, which man had
enjoyed prior to being civilize d.

Adults could return to

this perfect state by adapting the natural ways which
children enjoyed and practice d.

Children were born good, he

determin ed, and the aim of educatio n should be to preserve
this goodness througho ut life in order to shield the child,
in particul ar, from the evils of society.

Rousseau felt

educatio n was an antidote to society and social organiza tion
and that adults could also be educated to return to this
forgotten state of innocenc e (Green, 1914/196 9).
Rousseau 's theories proposed the exclusio n of the
individu al from society and although his resultin g
educatio nal philosop hy is not supporte d by current thinking ,
his general principl es of educatio n provided a rational e for
and a perspect ive of the developm ental processe s of the
young child which predated Darwin's work by a century.

The

thinking of Rousseau 's era accepted the characte rization of
children as miniatur e adults, but Rousseau observed that,
unlike adults, children engage in almost all activiti es
spontane ously, and these activiti es if not represse d would
provide the foundatio n for educatio n.

The obligati on of the

teacher, then, becomes one of encourag ing activiti es and
curiosit y, rather than confinin g learning to the more narrow
focus of masterin g the contents of books.

Rousseau , in his

philosop hy laid the foundati ons for pragmati sm and
progress ive educatio n (Boyd, 1911/196 3).

Rousseau 's general

principl es are still of value to teachers of young children :
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Ideas before symbols; things before words; nature
before books; practice before theory; what the child is
instead of what we wish him to be; what he thinks
instead of what we think, what he can learn, instead of
what we think he ought to learn; a reasoned plan
instead of addition al practice ; the art of observin g
and knowing the child, instead of the art of explaini ng
the subjects of instruct ion (Gunn, 1906, p. 56).
Johan Pestaloz zi (1746-182 7) was influenc ed by
Rousseau 's philosop hy, but within the context of man as a
social animal and as a member of society.

Pestaloz zi shared

Rousseau 's belief in the goodness of man and the theory that
individu al differen ces influenc ed developm ent.

Pestaloz zi

expanded on Rousseau 's principl es and develope d his own
theories as a teacher in actual associat ion with young
children .

This close contact with young children made him

receptiv e to the idea that educatio n began at birth with
sensory impressio ns (Green, 1914/196 9).

A logical extensio n

to this concept was that children should experien ce many
things before they are exposed to books and verbal
instructi on.

In his contempo rary commenta ry Moore (1971)

conclude d the teacher •~ust be prepared to teach a process
by which words are attached to their referent s and to begin
with objects and actions in the child's own environm ent" (p.
28).

Pestaloz zi was a mystic and his philosop hy was never
clearly nor concisel y framed by him (Silber, 1960).

Like
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Rousseau, however, his principles emerge from his writings.
If early education was derived primarily from sensory
experiences, then the child's own observations, activities
and experiences provide the basis for the acquisition of
words and the meanings of words.

Exploration of one's

environment is the beginning of knowledge, and the more the
young child explores and senses his surroundings, the more
readily he can connect knowledge of things with words about
things and concepts about things.

Exploring surroundings

requires activity on the part of the child and the
activities themselves require exertions, not passive
reception.

The young child's actions and resulting

perceptions educate him or her, not the explanations and
talk of teachers.

Pestalozzi provided experiences which

were not mere busy work, but life related activities such as
gardening and building {Heafford, 1967).

Pestalozzi further

proposed the order and rate of exposure to more advanced and
abstract concepts should be determined by the child's
abilities and background, not just the teacher's idea of an
appropriate age related time frame.

If the teacher used the

child and his level of development as a foundation for
educational decisions then the teacher had a reference
within which experiences and instruction could be planned to
aid in the orderly and systematic acquisition of knowledge
{Lambert, 1958).

This systematic theory of instruction

anticipated many of the fundamental early childhood
education precepts of today.
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If one ascribes validity to these principl es of
Pestaloz zi on the basis of his recomme ndations and
practice s, then one can extrapol ate from them a philosop hy
of early educatio n which is grounded in the appropri ateness
and thorough ness of the experien ces of the young child.
Acquisit ion of knowledg e progress es with the developm ent of
the child as the referen t so he or she is not overwhe lmed or
intimida ted by exposure to inapprop riate tasks and
informat ion.
Strongly influenc ed by Pestaloz zi was Freidric h
Froebel (1782-185 2) who was a teacher of young children at
the Pestaloz zi Institut e in Yverdon, Switzerl and.

Froebel' s

views of educatin g young children were develope d within the
context of German transcen dental philosop hy (Ulrich, 1945).
This philosop hy and Froebel' s expressio n of it tends to
obscure some of his writings and the meaning of some of his
statemen ts remain unclear, however his assuranc e and
acceptan ce of the concept of a central unity of all things
was never obscure.

"The most pregnant thought which arose

in me at this period was this: all is unity, all rests in
unity, all springs from unity, strives for and leads up to
unity and returns to unity at last" (Froebel , 1889, p. 40).
Froebel' s standard s of measurem ent for evaluati ng programs
were "unity,

inner connecti ons and an ordered whole" (Weber,

1969, p. 2).
Froebel was exposed to Pestaloz zi's emphasis on music
and play and their value in the educatio nal experien ces of
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young children.

When he founded his own school, play, music

and activities were central to the program and were
motivated by the interests of children.

This early school

was not successful, but his interest did not diminish.

In

1837 he started another school for young children which he
named Kindergarten in 1840.

In this second school, play,

games, songs and activities were also a significant part of
the program (Snider,

1900).

Pestalozzi had contributed the concept that children
observe, then think, then act. Froebel extended this
observation into a more comprehensive philosophy by
describing a rational system of training young children and
promoting overall development in terms of the unity of self
with all forms of life and especially with God (Gutek,
1972).

If the purpose of life is sequential development,

then development in all facets of life is systematic and
interconnected and comes from within the organism in its
particular environment.

Froebel sequentially and

systematicall y described and organized a curriculum which
was compatible with his philosophy and Pestalozzi's
principles.
The core of the Froebelian curriculum was "gifts and
occupations" (Froebel, 1889, p. 285).

The gifts can be

described as manipulative materials and objects which
included solids such as balls, cubes, spheres, cylinders and
sections of each.

The sizes and materials of composition

were precisely defined: the base was one square inch, the
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composit ion was of wood or wool yarn.

The gifts introduc ed

the child to the nature of form, number and measurem ent and
Froebe! describe d in Pedagogi cs of the Kinderga rten {1895)
very precise ways in which the objects were to be used by
the children .

Each individu al gift was used alone until all

poss.ible experien ces had been gained and al 1 combinat ions
exhauste d, then that gift was combined with another gift and
the process repeated until the entire set of gifts was
known.

This procedur e was expected to take several weeks to

complete and Froebe! thorough ly delineat ed each.set of
objects and the sequent ial ma~iner in which it was to be
investig ated.

The occupati ons consiste d of specific tasks

to which children were exposed with the initial goal to
experien ce the occupati on and the final goal to then master
it.

This included folding paper, cutting paper,

woodwork ing, carving, lacing, weaving, embroide ry, drawing,
and bead stringin g {Graves, 1912).
With his initial successf ul school Froebel establish ed
other schools for children and involved himself in training
kinderga rten teachers in his methodol ogy.

That the

kinderga rten movement had become a potent, cohesive force in
Bavarian society is indicate d by the passage of a law in
1851 prohibit ing the organiza tion of a kinderga rten unless
it was under the supervis ion of a Protesta nt Church (Salmon
and Hindshaw , 1904).

In May, 1852, the opening address of

the Fifth Conferen ce of Teachers in Bavaria was delivere d by
Dr. Schulze on the "Nature, Object and Effect of Educatio n
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Generall y of the Kinderga rten Movemen t" (Hanschm ann, 1897).
In 1849 Froebel' s principl es and methodol ogy were the
subject of a series of lectures given by him in Hamburg ,
Germany (Froebel , 1889).

Several American s were in the

audience , all members of the Meyer family: Margaret ha Meyer,
Adolph Meyer, Bertha Meyer Ronge and her husband,

Johannes .

Bertha Ronge carried Froebel' s ideas to England where she
and her husband opened kinderga rtens in Manches ter and
London.

Margaret ha Meyer assisted in her sister's London

kinderga rten, and it was in the Ronge home that she met her
future husband Carl Schurz.

After their marriage they moved

to Watertow n, Wisconsi n in 1852.

In 1854 Bertha Ronge

organize d a display of Froebeli an kinderga rten material s
which were presente d at the Internat ional Exhibit of
Educatio nal Systems in London.

One American visitor to the

display was Henry Barnard, then Secretar y to the Connecti cut
Board of Educatio n (Vanderw alker, 1908).
In 1856, in Wisconsi n, Margaret ha Meyer Schurz opened a
Froebeli an kinderga rten for her own children and relative s.
This German language kinderga rten did not expand beyond
family and a few friends although it did move from the
Schurz home to a storefro nt in Watertow n (First
kinderga rten, 1956, August 4).

This small school might

never have become known except for a chance meeting in
Boston of Mrs. Schurz and Elizabet h Peabody, a prominen t
Bostonia n.

Miss Peabody was so influenc ed by Margaret ha

Schurz that she opened her own English language kinderga rten
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in Boston in 1860.

Her enthusiasm grew and at the age of 55

she became a student of Froebel at his Hamburg training
center and subsequently visited Baroness von MarenholtzBulow's kindergarten seminary.

On her return to New

England, Miss Peabody was in great demand as a lecturer,
author and interpreter of Froebelian principles and theories
(Tharp, 1951).
American interest in the kindergarten program continued
to develop in the United States, but German trained teachers
from the Froebelian training schools were considered the
most desirable.

Teacher requests were sent to these schools

and teachers were then sent from Germany to introduce the
correct Froebelian methodology and philosophy in the United
States (von Marenholtz-Bulow, 1879).
These new principles of education continued to be of
interest to educators and the early American kindergartens
are typified by their adherence to Froebel's procedures and
their close ties to their German origin.

As the demand for

this new education developed, teachers in the United States
began training prospective teachers.

In this way the

methodology was transferred, but Froebel's rationale was
excluded (Walz, 1936).

Mrs. Louise Pollack founded the

first known teacher training school in a kindergarten she
was conducting in Washington D.C.,
(Lucas, 1972).

in the late 1860's

In 1872, Maria Boelte established a teacher

training institute in New York City.

This school would
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include among its students, Susan Blow, the first public
school kindergart en teacher (Cubberly, 1922).
Henry Barnard expressed his enthusiasm about the
Froebelian materials and methods he had observed in London
when he returned to Connecticu t in 1854.

After assuming the

office of United States Commission er of Education in 1867,
Barnard continued his support of the kindergart en movement
by assembling kindergart en literature in English for use in
the united States.

His personal interest in, and many

publicatio ns on this topic "fathered the kindergart en
movement in the United States" (Thursfiel d, 1945, p. 334).
Another educator, who would also hold the office of
u.s. Commission er of Education, developed an interest in
this new method of educating young children.

In 1870,

William Harris, then Superinten dent of Schools in St. Louis,
Missouri, introduced the concept of the kindergart en to the
public school board and proposed it be added to the school
curriculum .

Three years later, in 1873, Susan Blow, a

teacher trained by Maria Boelte, was located and she agreed
to direct a kindergart en and to train a teacher in the first
documented public school kindergart en (Curti, 1965).

The

enthusiasm and support of two powerful Commission ers of
Education, Henry Barnard and William Harris, provided
opportunit ies for the growth of the kindergart en movement in
the United States between 1870 and 1890, but their support
and influence does not explain the rapid acceptance and
success of the kindergart en as an addition to the
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curriculum.

Educationally and philosophica lly, the united

States had borrowed from the Europeans.

French

humanitarianis m was influential in the period after the
American Revolution, and the English contributed
technological developments and a spirit of individualism .
German idealism and the transcendenta l philosophy influenced
many in the latter half of the nineteenth century, and this
influence was strongly felt in the philosophy of educating
children as a benefit to society (Weber, 1969).
In 1870 there were less than a dozen kindergarten s in
the united States; in 1880 there were not less than
four hundred scattered over thirty states; by 1890
associations working for the expansion of kindergarten
education existed in many cities (Vanderwalker , 1908,
p.

50).

Kane (1954) states that by 1898 there were 4,363
kindergartens involving 389,604 children and 8,937 teachers.
The rigidity of Froebel's system and prescribed
methodology is counter to the twentieth century trend of
free play for young children, but Froebel developed and
pioneered

the concept of providing activities for the

purpose of educating the young child.

In addition to an

emphasis on activities and tasks as opposed to books,
Froebel recognized and encouraged songs and rhythms for
their own pleasure as well as for their educational value.
He encouraged close relationships between home and school to
develop a shared consistency in values he felt worthwhile.
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His emphasis on the social atmosphere of the kindergart en
continues as one of its most universal characteri stics.
G. Stanley Hall (1844-1924) proposed and developed a
new method for the study of children which was grounded in
scientific observatio n and Darwinian theory as opposed to
idealistic philosophy .

Hall's population for this

scientific study of young children were the kindergart ens in
the Boston kindergart ens supported by Pauline Agassiz Shaw.
By using case studies, questionna ires and an analysis of
data obtained, he collected informatio n on young children's
interest, fears and types of play.

It was Hall's belief

that this informatio n, made available by him, would provide
evidence of "the width and depth of the chasm which yawned
between the infantile and the adult mind" (Hall, 1924, p.
381).
As President of Clark University in Worcester,
Massachus etts (1889-1919 ), Hall organized a program for the
study of the child.

Many of those involved in the

kindergart en movement came to study in this new field of
child developmen t.

one of Hall's major departures from the

methodolog y of Froebel was the emphasis placed by Hall on
the value of physical developme nt.

Froebelian activities

were sedentary and involved the use of small muscles and
fine motor control.

Hall proposed that developmen t

proceeded from gross or global developmen t to the refinement
of specific or fine motor control.

He then hypothesiz ed

free movement should be emphasized and encouraged before
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precision was attempted.

Hall further proposed that

developme nt was evolutiona ry in nature according to
Darwin's theories, and that each stage in individual
developme nt was preceded and followed by a specifical ly
character istic stage.

A rich environmen t of appropriat e

activities and materials would then foster developme nt and
facilitate the transition of the next stage. The
developme ntal stages would define "the norm for all the
method and matter of teaching" (Hall, 1924, p. 500).
In 1895. Hall extended an invitation to 35 kindergart en
teachers to meet with him for a scientific study of the
child.

After the initial address by Hall explaining his

child study theories, 33 teachers walked out, leaving only
Anna Bryan and Patty Smith Hill (Osborn, 1980).
Edward L. Thorndike (1874-1949) was conducting
experiment s in his laboratory at Columbia University
Teachers' College on the psychology and physiology of
learning while Hall was attracting converts to his Child
Study movement.

It was Thorndike' s opinion that it was the

business of teachers to encourage acceptable habits in their
students and to inhibit inappropri ate habits (Cole, 1959).
Thorndike' s research was conducted with laboratory animals
and his laws of stimulus response learning and his theory of
connection ism were based on the behavior of laboratory
animals.

Acceptance of Thorndike' s psycholog ical precepts

and educationa l theories were long delayed because of his
use of animal subjects.

In addition, his results and the
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relationsh ip between animal and human behavior was dependent
on an acceptance of Darwinian theory of continuous evolution
of the species.

Thorndike' s theories were delayed in their

influence on education because they were too radical and
revolution ary at the time they were first proposed in the
early 1900's.
Thorndike explained his laws of learning in relation to
the kindergart en in 1903:
The law of readiness meant the best time to form a
habit was when the tendency was ripening.

The

kindergart en child was ready to examine and manipulate
concrete objects, to engage in simple imaginativ e play
and to observe simple social forms.

In connection with

the law of exercise, five year olds do not hold events
in memory for very long and this has implicatio ns for
developing associatio ns.

The law of effect should be

stressed because not all native tendencies of this age
should be strengthen ed by satisfying effects
(Thorndike , 1903, p. 54).
As the kindergart en movement expanded, changes in the
Froebelian method were proposed and put into effect by some
teachers.

A major schism developed between the

traditiona list followers of Froebel and the progressiv es who
formed the Internatio nal Kindergart en Union (today the
Associatio n of Childhood Education Internatio nal, or ACEI).
The Union was composed of teachers, kindergart en directors
and teachers in kindergart en teacher training programs who
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proposed deviatio ns from and expansio ns of the prescrib ed
Froebeli an methods.

Hall and Thorndik e's scientif ic studies

were anathema to the Froebeli ans with their philosop hy of
introspe ction as a method of acquirin g knowledg e, but the
progress ives did recogniz e that while child study and
scientif ic experime nts describe d and provided for
comparis ons of developm ent, they did not provide clear
directio n for the kinds of changes to make in the
kinderga rten curriculu m.
M. J. Holmes (1907) in the preface to The Sixth
Yearbook of the National Society for the Scientif ic Study of
Educatio n, states it "reflect s the teaching s of Froebel as
he enunciat ed them, without the accretio ns or modifica tions
of recent years ••• one finds here a sympath etic and intuitiv e
presenta tion of the claims of chi ldhood ••• wi th such
directio ns for their use as Froebel deemed essentia l" (p.
8).

The title and second chapter "The psycholo gical basis

of the kinderga rten" (Kirkpat rick, 1907, p. 19) further
undersco res the philosop hic rift in kinderga rten educatio n
in the early 1900's.

The fol lowers of Froebel led by Susan

Blow were challeng ed by the progress ives led by Patty Smith
Hill, in a controve rsy over methodol ogy and philosop hic
principl es which continue d until the 1920's.
Patty Smith Hill (1868-194 6) was one of the two
teachers who remained to hear Hall's 1895 seminar on the
child study movemen t.

She continue d to study under Hall and

became a proponen t of his theories on the maintena nce of
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goqd health and the physical and emotional development of
the child.

These ideas became part of the kindergarten she

codirected in Louisville and which was included in John and
Evelyn Dewey's School of Tomorrow (1915).

The new methods

attracted many visitors including Francis Parker and John
Dewey, under whom Hill studied further.

In 1905, Hill

jointed the faculty at Teacher's College, Columbia
University.

While there, Hill developed climbing apparatus,

large blocks and she encouraged both free play and dramatic
play.

E. L. Thorndike assisted in adding to this

kindergarten program habits and activities which he
theorized would produce the desired changes in feelings and
behaviors of young children (Kilpatrick, 1916).

In 1921,

Hill established the Laboratory Nursery School at Teachers'
College at r.olumbia University.

The emphasis on large

muscle development, emotional and physical well-being were
distinctly antiFroebelian.
At the time the progressives and traditionalists were
vying for control of the American kindergarten movement, the
theories of Maria Montessori (1870-1952) were being
practiced in Italy.

Dr. Montessori, a medical doctor with

an interest in the poor, opened her Casa Dei Bambini in Rome
in 1907.

Here children of poor working mothers were

provided with school for six to eight hours daily in
children's houses (Montessori,. 1936).

Montessori was

experienced in working with mentally handicapped children
and she was aware of the work of Seguin in France in the
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education of the retarded.

She developed from Seguin's

materials and from the concepts of Froebelian materials, a
similar system of materials and objects designed to give
experience to children in activities which they might not
otherwise encountered (Montessori, 1914/1965).
Materials in the Montessori system were developed to
provide for specific activities in experiences with color,
form and texture, and numbers.

In addition to adapting

these materials to her curriculum, Montessori redesigned the
classroom and the role of the teacher.

Furniture became

movable and.proportioned to the size of the children,- and
materials in the classroom were organized so children shared
the responsibility for locating and returning items.

In

this program the child's instruction was individualized and
he or she had the opportunity to work individually and with
a group.

Montessori made available to each student an

atmosphere of self direction with the teacher guiding the
learning experience;. the Froebelian methodology relied more
on teacher direction (Monroe,

1925).

Dr. Montessori insisted that work must be adapted to
the child's level of.ability, and focused the attention of
teachers on the importance of individual differences.

Her

materials were designed, in many instances, to be self
correcting, and thus further removed the teacher from a
position of dominance in the classroom.

Independence of

both child and teacher, one from another, was the goal of
this program.

Sensory training was equally important, and
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while Dr. Montessori made no claims for it increasing a
child's intelligen ce, she felt a child might develop a finer
sense of discrimina tion than one not so similarly trained.
The ability to discrimina te more keenly or with greater
subtlety might heighten one's consciousn ess in various
experience s and make him or her more receptive to and less
apprehensi ve about new experience s (Montessor i, 1967).
Reports from those persons who visited Rome in 1913 and
1914 were generally skeptical about the introductio n of this
system in American kindergart ens. Despite receptiven ess to
the concept of the less directive teacher role in the
Montessori system, the visitors generally felt the
principles of Froebel and the new progressiv e movement were
better suited to the educations of kindergart eners in the
United States (Kilpatric k, 1916).
The Montessori philosophy of educating the child was,
in its organizati on, not group oriented; the emphasis was on
individual practice and experience .

Children, however, were

encouraged to develop practical knowledge of hygiene,
housekeepi ng, building, ·agricultur e and gardening.

There

was opportunit y provided for children to participat e
individua lly yet mutually in the classroom, and many of the
tasks have as their purpose, improvemen t of home life.

In

this way, Dr. Montessori encouraged parents' participat ion
in their children's education (Montessor i, 1914/1936) .
Omitted from the Montessori system or program was the
concept of free play.

Montessori has many manipulati ve
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materials designed for specific tasks to be mastered or for
a particular type of developmental training, but their use
was defined and prescribed as spontaneous play with such
materials was not part of the Montessori curriculum.

The

exclusion of songs, rhythms, drawing, painting and dramatic
or free play was also a significant omission from the
kindergarten curriculum of Montessori's lifetime.

Joy was

derived from the order and mastery of the tasks which were
precisely determined.
Montessori's major contribution to the kindergarten
movement in the United States was in the encouragement of
the participation of children in managing the classroom and
in providing an atmosphere in which parents were encouraged
to feel welcome as partners in the school and in the
educational process.

These two contributions defined the

school as a social vehicle for the betterment of the
community (Standing, 1966).

The Montessori movement has

been adapted in part, as an enhancement to the child study
oriented kindergarten in the United States, but it has never
achieved wide spread support or prominence to replace it.
A contemporary of Hall, Thorndike, Hill, Blow and
Montessori was the foremost American educational
philosopher, John Dewey (1859-1952).

John Dewey's

philosophy and educational theories influenced all of
American education, and in particular the education of
children.

Dewey proposed the education was life, not part

of life.

He saw the interrelation ship of subjects as a core
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curricu lum, not isolate d knowled ge.

He propose d

experim enting and inquiri ng as the method ology for problem
solving , thus learnin g.

The process and its consequ ences

assumed signifi cance in terms of individ ual growth and the
social environ ment (Ozmon

&

Craver, 1981).

John Dewey was chairma n of the philoso phy departm ent at
the Univer sity of Chicago in 1896 when he organiz ed an
educati onal laborat ory school.

The school was open to and

include d youngs ters from age four to fourtee n, but they were
not divided into rigidly defined grade levels.

Dewey's

disdain for the Froebe lian methodo logy was strong enough
that his four to five year old group was termed subprim ary
rather than kinderg arten.

Despite his dislike of Froebe l's

methods and philoso phy, he preferr ed and did hire Freobe lian
trained teacher s for his subprim ary and primary groups, but
only after he determi ned they were flexibl e in their
approac h to teachin g and pragma tic in their philoso phy of
educati on (Eby,

1931/19 57).

The Froebe lian concept of free

play and the spirit of group coopera tion in concert with
activit y oriente d educati on were accepta ble to Dewey, but
Froebe l's view of truth as an intuite d, idealis tic unity was
not.

Dewey was a pragma tist in his philoso phy and his

concept of truth was based on a scienti fic rationa le which
was observa ble and which could be tested by the practic al
consequ ences of an action.
Froebel determi ned objects , the gifts, must be known
before they can be used, Dewey reverse d this theory and

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

65
proposed that things which were of interest became known as
they were used (Mayhew and Edwards, 1966).

In place of

Froebel's symbolic gifts, Dewey proposed materials which
were well defined in terms of use.

Children did not imitate

the actions of the teacher and they did not uti 1 ize pure
imagery by performing imaginary tasks in a make-belie ve
situation.

Dewey reasoned that activities should originate

with the child, otherwise they were purely imitative and
true learning was not taking place.

His underlying theme

was that young children learned by managing in real life
situations of interest to themselves .

The ability of the

organism to adapt to new experience s was then developed by
exposing children to actual experience s in a context
unfamiliar to them

(Dewey 1897/1929) .

Dewey stressed

throughout his writings that the fundamenta l purpose of
schools was the transforma tion of society through a new
socially minded individual ism (Dewey, 1915}.

The ideas of

social responsib ility, sharing, cooperatio n and sense of
community are all constantly referred to in his writings
about the work of a school as a social institution .
Problem solving to improve activities was a concomitan t
function of the process of planning, organizing , carrying
out and evaluating activities .

Understand ing the problems

and finding solutions were thought to be helpful to children
in the overall process of coping with and managing society
or environmen t.

Dewey included Froebelian and Montessori an

activities such as drawing, music, nature study,
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agricult ure, form and numbers in the laborato ry school, but
extended these activiti es with field trips and cooperat ive
work of a construc tive nature such.as building a post office
or store.

Dewey's intent was to use democra tic procedur es

to promote problem solving skills in children which would
eventua lly aid them in adult life in evaluati ng their work
and roles in a changing society (Connell ,

1980).

Dewey believed the young child lived and acted in the
present and was stimulat ed by and subseque ntly readjust ed
his/her actions accordin g to his or her level of interest in
any situatio n in which the child found himself or herself.
If this occurs in an individu al or isolated conditio n the
child would then devote his or her time exclusiv ely to the
pursuit of his or her own desires.

However, societal

demands place restrain ts on the individu al for the greater
good of all, the school, therefor e, as an instituti on of
society must provide for cooperat ive activiti es.

By

engaging in these communal activiti es the individu al is
exposed to consider ing his actions in relation to the impact
on the group, as wel 1 as on himself or herself as an
individu al. The child or individu al has the right to plan
and/or act for himself or herself as an individu al, but only
within the context of helping and learning within the
cooperat ive boundari es of the group (Dewey, 1916/194 4).
Dewey reasoned from his observat ions that a highly
develope d interest could not be artifici ally created by a
teacher without the resultin g informat ion being inadequa te

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

67

or inaccurate.

If activities were provided which were real

and developed from the normal, usual activities of the
child, assuming that the child were interested in the
activities, then learning would occur which was permanent
and meaningful.

These interests Dewey classified as

"social, constructive, investigative and expressive" (Dewey,
1915, p. 45). The curriculum developed around these four
interests or impulses and included science and mathematics,
language arts and expressive activities, and social studies
involving families and societies.

Each subject or activity

involved motor activities, intellectual planning, using the
scientific method of inquiry and research and
experimentation--al l within the context of group cooperation
(Connel 1, 1980).
In a period of questioning and conflict between
Victorian idealism and scientific inquiry, Dewey's influence
was significant and led to major changes in kindergarten
education.

His new curriculum and methodology enhanced or

replaced the older theories and practices of Froebel.

Two

major changes were made in schooling at all levels, but
their impact was particularly significant at the
kindergarten level.

First, schools implemented Dewey's

philosophy of deriving knowledge from activities and
experiences which were of interest to the student.
Secondly, the child as a student was given the opportunity
to plan educationally for himself within the context of
group membership and the curriculum.

Other lasting changes
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have included the introduc tion of the social sciences to the
curriculu m and forming the practice of connecti ons between
experien ce and educatio n, science and human behavior ,
schools and society.
The incredib ly rich and fertile period in educatio nal
philosop hy in the United States between 1890 and 1910 had a
signific ant impact on the philosop hy of kinderga rten
educatio n.

Contribu tions to educatio nal psycholo gy,

methodol ogy and curriculu m relating to the young child were
made directly or indirect ly by William James in pragmati c
philosop hy, Franz Boas in anthropo logy, Thorsten Veblen in
economic theory, John Dewey, Patty Smith Hill, Maria
Montess ori, and Francis Parker in the methodol ogy of
teaching , Stanley Hall in psycholo gy and Alfred Binet and
E. L. Thorndik e in testing and measurem ent.

Research

continue d in educatio n and the Froebeli an mode became a
thing of the past, supplant ed by the child study movemen t.
The curriculu m was developi ng into one recogniz able today.
The main changes were increased size and variety of
materia ls, opportun ity for creativi ty, freedom for activity
and construc tion and a social organiza tion which was
informed and flexible and which provided for the physical
and mental health of children (Lundste en, 1981, p. 38).
A distilla tion of all the curriculu m and philosop hic
influenc es in the kinderga rten movement indicate that the
kinderga rten evolved from adaptatio ns and insights develope d
in the schools by individu als who worked with young children
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and who were sensitive to their needs.

A chronolog ical

summary of contributi ons by those described in this study
indicates the wide variety of contributi ons made to
kindergart en education.
Rousseau (1712-1778) observed and contemplat ed and
wrote on the spontaneou s activities of children which were
their way of acquiring learning.

He believed children were

born good, and acquired education in a developme ntal
sequence as they were ready.
Pestalozzi (1746-1827) recognized education began at
birth with sensory impression s, therefore, children should
experience things before reading.

He proposed that the

systematic developmen t of the individual child should
determine educationa l decisions.
Froebe! (1782-1852) described and organized a
sequential curriculum based on activities of children and
their developmen t.

He founded the first kindergart en and

kindergart en teacher training institutes .
Hall (1844-1924) developed a scientific study of
children and enumerated the stages of developme nt with their
individua lly recognizab le character istics.

He proposed as

additions to the curriculum , studies in health and
experience s in large muscle developme nt.
Thorndike (1874-1949 ).

The quantifica tion of

educationa l developmen t and achievemen t, the science of
education and testing were Thorndike' s contributi ons.

He
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functions of a school.
Montessori {1870-1952) encouraged the participation of
parents in the school and focused on personal and social
experiences of the child with the teacher in a nondominant
role as a facilitator.
Hill {1868-1946) challenged the Froeblian movement with
an emphasis on large muscle development and gross motor
control, emotional and physical well being.

She developed

climbing apparatus and the large nursery blocks.
Dewey (1859-1952) stressed the social responsibilit y of
the child and emphasized the interaction of humans with
their environment in cooperative activity and problem
solving.

The individual was encouraged to rationalize

activities in terms of group impact and reaction.

The

scientific method of acquiring information was encouraged in
real life situations.
In the twentieth century the kindergarten has been
relatively unstructured and flexible.

Experiences are

usually provided in a general developmental sense, although
children may be exposed to prereading and reading skills and
prearithmetic or arithmetic tasks.

The atmosphere is

generally relaxed and a wide variety of experiences are the
rule.

Crary and Petrone {1971) proposed the following as

aims of the kindergarten which help children to:
1.

Become aware of their physical needs,

learn

healthful habits; build coordination, strength,
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and physical skills; and develop sound mental and
physical heal th.
2.

Gain some understanding of their social world;
learn to work and play fairly and happily in it;
grow in developing responsibility and
independence, yet accept the limits present in
living in a democratic society.

3.

Acquire interests, attitudes, and values that aid
them in becoming secure and positive in their
relationships with peers and adults.

4.

Grow into an ever deeper sense of accomplishment
and self-esteem.

5.

Grow in their understanding of their natural
environment.

6.

Gain some understanding of spatial and number
relationships.

7.

Enjoy their literary and musical heritage.

8.

Express their thoughts and feelings more
creatively through language, movement, art, and
music.

9.

Develop more appropriate behavior, skills, and
understandings on which their continuing education
builds.

10.

Observe, experiment, discover, think and
generalize at their individual levels of
experience and development

(p. 74).

Historic milestones in the kindergarten movement:
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1762

Rousseau publishes Emile, or Education and
Social Contract

1775

Pestalozzi opens home for abandoned children

1801

Pestalozzi publishes How Gertrude Teaches
her Children

1805-25

Pestalozzi school in Yverdon, Switzerlan d

1807-09

Froebel at Yverdon

1816-21

Froebel's first school at Keilhau

1826

Froebel publishes Education of Man

1835

Froebel publishes Mother Play and
Nursery Songs

1837

Froebel's kindergart en at Blankenbur g

1844

Froebel opens teacher training school at
Keilhau

1849

Meyer family hears Froebel lectures in
Hamburg

1851

Bavarian law limits kindergart en to
Protestant churches

1852

Schulze address to teachers' congress on
impact of kindergart en movement.

Bertha

Meyer Ronge opens kindergart ens in London and
Manchester , England
1854

Ronge displays Froebel's materials in London,
Barnard visits display

1856

Margaretha Meyer Schurz opens first American
kindergart en; Watertown, Wisconsin
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1860

Elizabeth Peabody opens kindergarten in
Boston

1860's

Louise Pollack founds teacher training
school, Washington, DC

1867

Henry Barnard, first

u. s.

Commissioner of

Education supports kindergarten
1870

William Harris introduces kindergarten
concept to St. Louis school board

1872

Maria Boelte opens teacher training school in
New York City

1873

William Harris hires Susan Blow to teach
first public school kindergarten

1877

Maria Kraus-Boelte publishes The
Kindergarten Guide

1883

Hall publishes his survey contents of
Children's Minds

1892

International Kindergarten Union formed,
publishes Childhood Education

1895

Hall's lecture about child study method
influences Patty Smith Hill

1896-1903

John Dewey at University of Chicago organizes
and directs Laboratory school

1897

Dewey publishes MY Pedagogic Creed

1903

Thorndike publishes relationship of his
learning theories to kindergarten (Binet
publishes his study of intelligence)
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1904

Departme nt of Kinderga rten opens at
Universi ty of Chicago and Teachers ' College,
Columbia Universi ty.

Dewey transfer s to

Columbia Universi ty
1905

Patty Smith Hill appointe d to Teachers '
College, Columbia Universi ty faculty.

Works

with Thorndik e on classroom habit formatio n
1907

Montesso ri opens first Casadei Bambini, Rome

1908

Thorndik e begins research on testing and
measurem ent

1913-14

American visit Roman Montesso ri schools

1921

Hill opens Nursery Laborato ry school,
Teachers ' College, Columbia Universi ty

1926

National Committe e on Nursery School founded
(now National Associat ion for the Educatio n
of Young Children ), publishe s Young Children

In 1940, 661,000 young children were enrolled in
kinderga rtens in the United States, By 1980, 2,500,000 or
85% of all five year olds were estimate d to be attendin g
prefirst grade programs (NCES, 1982, p. 45).

As reported ,

there is increase d interest on the part of parents in early
childhoo d educatio n, and there is greater need for programs
as the numbers of working mothers increase .

Current popular

thought suggests the first five years of life are critical
in the developm ent of social, emotiona l and cognitiv e
behavior s (Margoli n, 1976).

A rich environm ent assists in

the acquisit ion of language , in social behavior al·respon ses
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and in the developm ent of values.

The significa nce of the

child's environm ent as previous ly reported by educatio nal
philosop hers is well expresse d by Whitman:
There was a child went forth every day,
And the first object he look'd upon,
that object he became,
And that object became part of him for the day
or a certain part of the day,
Or for many years or stretchin g cycles of years ••••
These became part of that child who went forth
every day, and who
Now goes, and always will go forth every day.
"Rivulet s" from Leaves of Grass
Walt Whitman (1959)
Evaluati ng the Abilitie s of Kinderga rten Children
One importan t concern of the independ ent elementa ry
school is the identific ation of kinderga rten applican ts who
can benefit from a particul ar school's educatio nal program.
Allan Shwedel (1980) and others (Barbe and Renzulli , 1975;
Clark, 1980; Gallaghe r, 1975; Roedell, Robinson

&

Jackson,

1980; Roeper, 1977) caution that identifi cation procedur es
should be closely related to the goals for children
establish ed in an individu al school setting.

The match or

fit between the child and the school program is essentia l if
growth and progress of the child is to be optimize d.

Hunt
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(1969) refers to this as the "problem of the match" (p. 129)
and hypothesiz es that if learning is to take place, that
experience must be appropriat e to and developed on the
child's previously acquired knowledge base.· The match
between child and school program in an independen t setting
should be determined by the developme ntal level of the child
and the educationa l goals and experience s provided in the
school.
At the present time there is strong parent interest in
independen t schools (Maeroff, 1981) despite the obvious
additional cost to parents. The Council for American Private
Education (CAPE) estimated in 1980-81 that 62.7% of families
who sent their children to private schools earned less than
$25,000 per year, and further reported that 10.4% of those
children are minority students.

Admission p~ocedures and

standards are clearly being scrutinize d by school officials
in order to best identify those youngsters who can succeed
in a given school Shertzer (1960) wrote:
Identifica tion may be defined as assessing the
abilities and talents of students in school and
selecting those students who meet the criteria
establishe d by a program.

This assessment may include

standardiz ed tests and inventorie s, observatio nal
techniques , teacher judgments and screening of previous
records of behavior (p. 105).
DeHaan and Havighurst (1957) caution that
identifica tion is not just a goal in itself, but a means of
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mat?h ing each child with a progra m_bes t suited to that
indiv idual 's parti cular abili ties. DeHaan (1957) furth er
sugge sted that ident ificat ion proce dures shoul d be
funct ional , system atic and inclu sive. Carol Epste in (1979)
state d:
The schoo l must estab lish a system for ident ifying
partic ipant s.

Metho ds will depen d on the type or types

of [child ren] serve d, the natur e of the popul ation from
which partic ipant s will be selec ted and the resou rces
avail able to the schoo l (p. 75).
It was noted in Hess and Croft (1972) that "from the
teach er's point of view, the most signi fican t funct ions of
evalu ative proce dures are to diagn ose growt h patte rns and
achiev ement level s of her class and estab lish learn ing
objec tives for both indiv idual child ren and the group " (p.
316).

The assess ment of young child ren is contr overs ial
(Hein, 1975; Macdo nald, 1974) and the contr overs y conce rns
the

metho ds utiliz ed, the record ing of data and the
repor ting of data colle cted. The develo pmen t of young
child ren is very uneve n and there are no natio nal norms
avail able to estab lish what const itutes adequ ate or norma
gener al develo pment (Barn es, 1982) .

l

Galla gher and Bradl ey

(1972) and Satz and Fletc her (1979) have publi shed comp lete
appra isals of the proble ms assoc iated with asses sing young
child ren and these can be usefu l to perso ns in admis sions
testin gs.

There are few predi ctive relati onshi ps betwe en
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characteri stics of young children and specific school
learning; however, a total pattern of interactio ns can be of
some significan ce in evaluating candidates .

Decker and

Decker (1976) felt that the assessment , recording and
reporting of children's progress served as a basis for many
worthwhile functions such as "planning and implementi ng all
services of the early childhood program, guiding the
developme nt of each child, and communica ting with parents"
(p. 155).

Some of the apprehensi on of the public revolves

around public perception s of identifica tion and evaluation
consisting only of paper and pencil tests and a concern that
evaluating young children is a traumatic experience for the
child.

This may be accurate, however, Goodwin and Driscoll

(1980) stated "educators working with young children are
generally careful to do them no harm" (p. 8).

As

independen t school applicatio ns increase "parents to through
the crunch, financial and emotional, in hopes of ensuring
that their children will be able to make it at good
elementary••• schools"

(Pierce,

1980,

p.

78).

The

psycholog ical stress on applicants and their families trying
to gain entrance to highly desirable independen t school
kindergart ens will not defuse this controvers y, and so it
becomes incumbent upon admissions personnel to utilize as
many evaluative techniques and methods as are reasonably
possible .with the highest degree of profession al integrity.
In this manner the process is objectifie d and serves the
best interests of the child and the school.
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Many of the studies reporting on the use of assessment
and evaluative techniques and instrument s for young
children, age four to six, involved the gifted or
educationa lly or physically handicappe d as their sample.
The highly competitiv e private schools tend to attract the
families of children who perceive those schools as providing
a "higher standard of education" (Gallup, 1982, p. 47).

For

this reason, assessment and evaluation techniques for the
identifica tion of the gifted will be reviewed in this
portion of the study.
Identifyin g Gifted Children
Character istics of the gifted and definition s of
giftedness have been proposed in many ways, by many people.
These include the U.S. Office of Education' s descriptio n
which identified gifted children as:
Children capable of high performanc e ••• with
demonstrat ed achievemen t and/or potential ability in
any of the following areas, singly or in combinatio n:
1.

General academic aptitude,

2.

Specific academic aptitude,

3.

Creative or productive thinking,

4.

Leadership ability,

4.

Visual and performing arts,

5.

Psychomoto r ability (Marland, 1972, p. 2)

Giftedness has been characteri zed by "a high score on a
standardiz ed intelligen ce test, then identifica tion of
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nonintellecti ve characteristi cs that distinguish these high
scoring children from children with average scores"
(Roedell, Jackson, Robinson, 1980, p. 8).

Terman and Oden

in 1926 designated those children with IQs of 130 and above
as gifted.

Ward (1962) categorized general intelligence,

and specific aptitudes or talents as measured by valid and
appropriate tests, as major qualities of giftedness.

Zettel

(1979) writes "the most common standards among states [N=38]
using intelligence tests, however, appears to be a minimum
intelligence score of 130 or the attainment of at least two
standard deviations above the norm on an intelligence
measure"

(p.

66).

Chen and Goon (1976) describe the

criteria for inclusion in New York City's gifted population
as achievement of two or more years above grade level in
reading and one and one-half years above grade level in
mathematics as indicated by the Metropolitan Achievement
Tests, in addition to an evaluation of one's personal
qualities such as initiative, capacity for sustained work,
and good health.

Birch (1954) described the mentally

advanced five and one-half year old child as one who was
mature, with a superior reading aptitude and a MA of seven
or greater, and an IQ of 130 or greater as measured by a
standardized test.

Karnes and Bertschi (1978) identified

children for acceptance in the University of Illinois gifted
preschool programs on the basis of extraordinary academic,
verbal and/or intellectual abilities.

In 1978, Renzulli

identified giftedness as the practical application of above
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average intellec tual ability, creative ability and above
average levels of task commitme nt.

Witty (1940) defined a

gifted child as one "whose performa nce is consiste ntly
remarkab le in any potentia lly valuable area" (p. 516).

Ten

traits, includin g the recognit ion of new material , as
opposed to learning new material , curiosit y, physical and
psycholo gical energy, an ability to notice patterns were
proposed by Vail in 1979 as some of the qualitie s of being
gifted.

Her listing excludes any standard ized measures .

This research project was limited to independ ent schools
which were designat ed as college preparat ory (grades K-12)
or preprepa ratory (grades K-6 or 8)
(1982).

by Porter Sargent

Clark's definitio n of giftedne ss was selected by

this research er as a definitio n which was neither all
encompas sing, nor one dimensio nal: "gifted refers to people
who have develope d high levels of intellec tual abi 1 i ty or
who show promise of such developm ent" (p. 4).
Recommen ded techniqu es for assessin g gifted children
are also many and varied. Rubenzer (1979) cited the
followin g assessme nt techniqu es being used in Californ ia and
Illinois : "standar dized tests (top 5%), past performa nce,
teacher and supervis or recomme ndations, peer identifi cation,
and observat ions" (p. 305).

Jackson (1980)

reported a

similar system, and added to Rubenzer 's list "informa tion
from parents ••• [and] a review of the child's work (p. 27).
Clark recommen ded multiple measures , and emphasiz ed the
value of group achievem ent and intellige nce tests for the
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purpose of screening for identification .

She felt that

actual identification of the gifted requires "individual
test administration and the judgment of a selection
committee" (p. 117).

A multiple screening process was

described by Martinson and Lessinger (1975).

This included

"teacher judgment, a teacher identification form,

the Pinter

Cunningham Intelligence Test and the Goodenough Draw-A-Man
Test" (p. 235).

Approximately 9% were further tested with

the Revised Stanford-Bine t Scale and identified as gifted,
with an IQ above 130.

Malone (1974) designed a parent

questionnaire entitled the Behavioral Identification of
Giftedness.

This questionnaire distinguished the behavior

of gifted kindergarten and elementary school children from
the behavior of the nongifted.

The University of Illinois

Pre-School Gifted Project (Karnes, Shwedel, Linnemeyer, 1982)
reported the use of standardized test$ in measuring
abilities in three functional areas: intellectual, creative,
perceptual-m otoric-cogniti ve.

In addition, parents' ratings

were used to verify test results.

Also developed at

University of Illinois was a Pre-School Talent Assessment
Guide (Karnes
in the

u. s.

&

Taylor, 1978) which assessed talents defined

Office of Education description of the gifted.

Robert Kruger (1977) has formulated guidelines for the
identification of scientificall y creative children in grades
preschool through five.

Another method of identifying

talented science oriented youngsters is the "Checklist for
Recognizing a Child's Talent in Science" designed by
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McIntyre (1982) although she stated "early identification of
children who are gifted in science is risky" (p. 45) due to
a lack of experience in a variety of science experiences.
The Carmel, California school district developed a preschool
readiness estimate which included a parent questionnaire ,
portions of the WPPSI and the Stanford-Bine t (Form L-M) and
a psychological rating of maturity based on the child's
behavior in the testing situation (Smith

&

Solanto, 1971).

The parent fills out the questionnaire during the time the
child works with the psychologist which gives the
psychologist an opportunity to observe those interactions.
DeHaan (1957) reported that the identification procedures in
use in Portland, Oregon included standardized tests, work
samples, teacher, peer and parent observations.
(1972) reporting for the

u. s.

Marland

Office of Education stated

"more than 56% of studied gifted programs recommended the
use of teacher observations, group achievement test scores,
group intelligence test scores, previously demonstrated
accomplishmen ts, individual intelligence test scores and
scores on tests of creativity" (p. 261).

Of these methods,

90% recommended the use of individual intelligence test
scores to identify the gifted.
The recommended model for the identification of the
gifted, based on previously cited techniques is for the use
of multiple measures and techniques.

A combination of the

most commonly cited measures would include in no particular
order,

(a) recommendatio ns/information from teachers,

(b)
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group tests of achiev ement and intelli gence (c) indivi dual
tests of intell igenc e,
from parent s.

(d) observ ations , and (e) inform ation

Peer identi ficatio n of four to six year olds

is not includ ed for obviou s reason s.
Recom mendat ions from Teache rs
Teache r recomm endatio ns are a widely accept ed means of
identi fying childr en who might be succes sful in schoo l.

The

result s of teache r nomin ations, howev er, are report ed to be
errati c, and may indica te that the value of such nomin ations
.is not reliab le.

Gallag her (1969) howev er, felt·te acher s

had obviou s advant ages in day to day observ ations of skill
levels of childr en functi oning in a school settin g.

Kirk's

1966 study of kinder garten childr en indica ted that teache rs
tended to select older childr en as bright and younge r
childr en as slow.

Braga (1969) asked teache rs to use a

teache r rating sheet to evalua te both younge r and older
kinder garten childr en and found no signif icant differ ences
in the rating s.

When asked for comme nts, howev er, teache rs

claime d the younge r childr en did not show as high a level of
adjustm ent academ ically, socia lly and/or emoti onally as did
the older kinder garten ers.

In a 1957 thesis , Burkh ardt

conclu ded:
Teache rs often confus e achiev ement with intell igenc e,
that they are inclin ed to favor the friend ly, mildmanner ed, well-b ehaved and hard-w orking child and to
slight the restle ss, over-i nquis itive and non-
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conformi ng child in judging intellige nce and that they
often fail to consider age-in-g rade differen ces as well
(p. 16).
As an indicatio n of the variance in teacher
identific ation of the gifted, Jacobs (1971) reported only
4.3% of gifted kinderga rteners were so identifie d by
teachers ; Walton's (1961) results indicated teacher
judgment s alone resulted in the identific ation of 20% of the
children in their classroo ms; Ciha, Harris, Hoffman and
Potter (1974) reported kinderga rten teachers were correct
22% of the time; Barbe (1965) indicated in nominati ng the
highly gifted, teachers were incorrec t 25% of the time.

The

highest percenta ge of nominati ons from elementa ry teachers
was reported by Cornish (1968).

In this study 31% of the

gifted students were identifie d by their classroom teachers .
Stevenso n, Parker, Wilkinso n, Hegion and Fish (197~)
reported that kinderga rten teachers with three months of
observat ion could predict academic ability over a 40 month
time span with a correlat ion of +.50 (75% of the predictio n
would result from other factors) .

These teachers relied

heavily on an evaluati on of reading skills during the three
month period. Mann and Liberman (1982) suggest "phonolo gical
awarenes s and verbal short term memory-- may presage firstgrade abi 1 i ty and might therefor e be used as part of a
kinderga rten screenin g battery" (p. 230).
Recomme ndations and nominati ons by teachers are more
reliable when some type of guide or checklis t is used,
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according to Karnes and Bertschi (1978), although design
interpretation and evaluation are always highly subjective.
Karnes and Taylor (1977) designed a checklist for teacher
use in identification, as have others (Ciba, Harris, Hoffman
&

Potter, 1974; Kaufman, 1978; Kirk, 1966; Male, 1979;

McIntyre, 1982; Renzulli

&

Hartman, 1971).

Gear (1978)

studied the effect of ten hours of appropriate training and
its impact on teacher identification of the gifted.

The

results indicated trained teachers could nominate 85.5% of
the gifted children in their classes, while the untrained
control group could identify less than half that number, or
40.3%.

The implications are obvious.

Parent Nominations
Jacobs 1971 study revealed that 61% of the parents in
his sample could identify their own gifted children, as
compared to the 4.3% identified by the teachers. Ciba,
Harris, Hoffman and Potter reported in 1974 that parents
with children in an Illinois public school system could
identify 67% of the gifted, but caution that they nominated
greater numbers (276) than did teachers (54).

Their

conclusion was that parent nominations could be useful as a
gross screening device, but results of the process would
have to be further corroborated by additional measures.
Ryan (1975) indicated parental nomination at kindergarten
level was strongly related to IQ results, although fewer
parents nominated kindergarteners than nominated third
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graders in this gifted search.

She does conclude that

parental informatio n is valuable in corroborat ing IQ results
and in identifyin g young children.

Dickson, Hess, Miyake

and Azuma (1979) studied the relationsh ip of mother and
child communica tion accuracy in relation to cognitive
developme nt in four year old children and concluded the
degree of accuracy in the informatio n exchange could predict
the level of cognition both one and two years later in the
children.

The United States sample was paired with a

Japanese sample with correlatio n of .598 and .599
respective ly.

The researcher s suggest that parent-chi ld

communica tion accuracy is important to the level of
cognition in children despite cultural difference s.

Cornish

(1968) inferred from his study that parents do not over-rate
the abilities of children, and Cheyney (1962) felt parent
informatio n might be helpful in identifyin g children who
could be candidates for further measuremen t.

Parents do

observe their children in many activities with different
persons under varying conditions and while they may not have
experience analyzing and evaluating data about behavior and
developme nt, they can record observatio ns and informatio n
which can be of value in an assessment process.
Project ( Roedell

&

The Seattle

Robinson, 1977) has developed a three

part, 44 item questionna ire for parents applying for their
children's admission to this preschool project.

An

adaptation of this form is also used by the Universit y of
Illinois Gifted Project (Karnes, Shwedel

&

Linnemeyer ,
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1982).

Ciha et al (1974) indicate d parent response s to

question s provided an accurate and economic al way to assess
the child's level of function ing.
Interview s and Observat ions
Pierce (1980) reports on a represen tative kinderga rten
interview and observat ion process in an independ ent school
setting: "Parents meet the headmas ter, return for.a tour of
the building , and then bring their young candidat e for a
visit: final ly••• the child spends an ••• hour as a member of a
play group" (p. 78).

The school personne l may differ from

one school another, and the time frame may be condense d or
expanded , but this period of mutual observat ion and interview
is common.

Previous ly cited studies (Braga, 1971; Ciha,

Harris, Hoffman

&

Potter, 1974; Cornish, 1968; Jacobs,

19971; Kirk, 1966; Stevenso n, Parker, Wilkinso n, Hegion

&

Fish, 1976) indicated the necessit y for objectiv e and careful
observat ions.

The observer or interview er must be able to

define behavior and performa nce on a hierarch ical, sequenti al
scale.

Informat ion elicited must relate to the school

experien ce and be descript ive of the child's current status
(Davidso n, 1982).

Interview s and observat ions by school

personne l reflect the degree of objectiv ity and quality of
preparat ion of the personne l engaged in interpre ting
behavior and response s of the applican t in relation to the
school's philosop hy, program and student expectat ions.
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Cohen and Stern {1973) indicated there were many ways
to record data in an observatio n or interview session, but
cautioned that the techniques should reflect the developme nt
level of the child and the purposes behind the collection of
data.

School personnel should be sensitive to the manner in

which the child responds to the school environmen t and its
components , how he/she interacts with materials and people,
and how he/she functions at his/her particular stage of
developme nt.

They further suggest that school personnel

wi 11 want to record behavior in terms of the setting in
which the behavior occured, a notation regarding the
stimulus for activity or action on the part of the child,
and the child's reaction to the stimulus.

The

interpreta tion of the observatio ns is subjective , and drawn
from the observer's experience s and understand ing.
Checklists may be more accurate and objective in recording
children's behavior if each school has qualified the
behaviar and responses it expects from students.
Expectatio ns would be derived from the school's stated goals
and objectives , and a knowledge of child developme nt
precepts and constructs .
the following:
child,

An anecdotal record might contain

(a) results of direct observatio n of the

(b) descriptio ns which are accurate and specific

about events,

(c) notations with sufficient descriptio n to

be placed in context, and (d)separat e, identified
interpreta tions about the observatio n (after Goodwin &
Driscoll, 1980).
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Feldbaum, Christenson and O'Neal (1980) studied the
assimilation of the newcomer to the stable preschool group
and found high levels of spatial isolation and off-task
behaviors during the first week.

By the end of a four week

period boys had approximated the original students'
interaction levels, but girls had not.

McGrew (1972)

characterized newcomers as shy, hesitant and anxious in
their initial exposure to established group members, and
Bronson and Pankey (1977) found that young children
typically responded with wariness to unfamiliar or
potentially threatening situations.

Reports indicate young

children are uncertain how to respond in unfamiliar
situations, and their responses may to be atypical of their
usual behavior.

The desire to be admitted to an independent

school creates tension and anxiety in their parents also
(Hulbert, 1981; Maeroff, 1981; Pierce, 1980; Smolowe, 1981)
and this has an impact on the child.

Admissions personnel

are required to be skillful observers of verbal and
nonverbal behaviors in order to objectify the admissions
process with sensitivity.

One advantage to interviews and

observations on the school site is that the site provides a
natural situation in which to display school behavior and
tasks.

Driscoll and Goodwin (1980) state that young

children, despite shyness with the peer group, generally are
unable to alter basic behavior patterns and sustain new
patterns over a substantial time period such as an interview
or half day observation. They conclude that children
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therefor e will display true and spontane ous reaction s and
activiti es in a naturali stic setting.

Major disadvan tages

to these measures are the subjecti vity and bias which cannot
be totally eliminat ed in the selectio n of behavior s to
observe, and in the observer s themselv es (Boehm
1977).

&

Weinberg ,

Observa tional methods of measurem ent can provide an

indicatio n of response s, behavior s and reaction s which may
otherwis e not be measurea ble in children .
Testing
Performa nce on tests can be measured in a combinat ion
of two sets of categori es: individu al and group tests and
norm reference d and criterio n referenc ed measures
(Shaycro ft, 1979).

Individu al and group measures are

distingu ished by the number(s) of persons being examined at
a given time.

Norm and criterio n referenc ed tests are

distingu ished by the types of scores and their relation ship
to other scores on the same measure.

Norm referenc ed tests

have availabl e normativ e data or tables of scores derived
from the performa nce of the group from which the data was
original ly obtained .
normativ e group.

A test manual will describe the

Any subseque nt score's meaning is

dependen t on its relation to the scores publishe d for that
measure.

Some measures include local scores in addition to

national results because norms vary accordin g to
geograph ical location among other factors.

Criterio n

referenc ed tests determin e whether tasks and/or material
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have been mastered according to a predetermi ned criterion,
and have no relation to scores obtained by other groups.
Criterion referenced testing with young children should be
based on developme ntal skills and abilities necessary for
academic progress (Southwort h, Burr, Cook, 1980).

The

independen t school which has designed its own measures
should consider standards of mastery consistent with that
school's goals and the performanc e of students who are
already enrolled.

Expected performanc e levels would be

determined by the performanc e history of previous students,
and peer performanc e would provide a basis for comparison of
applicant scores (Hopkins, 1979).

Anastasi

(1982) warns

these criteria are most appropriat e when there is some
consensus on the hierarchic al progressio n of skills in basic
school subjects.

we can then assume that mastery of lower

level skills leads to mastery of next level skills within a
reasonable time.

we cannot assume criterion referenced

measures will predict future performanc ~.

Anastasi further

suggests that learning proceeds sequentia lly in terms of
mastery of skills, and that performanc e improves as a result
of instruction .

If components are inappropr iately arranged

within a skill or learning sequence, then inappropri ate
judgments about skills levels and inappropri ateness of
related admissions decisions may result.
DeHaan and Havighurst (1957) indicate tests should be
selected on the basis of the kinds of talent and/or the
types of informatio n the schools wish to identify and the
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reliabil ity and validity of the measures themselv es.
The American Psycholo gical Associat ion (1974) has
publishe d its Standard s for Educatio nal and Psycholo gical
Testing. The validity of tests concerns whether tests
measure what they purport to measure.

validity should be a

special concern to those schools using criterio n referenc ed
measure s which they have designed and for which there is no
reported validity .
1.

Three types of validity are:

Content validity which gives an indicatio n of how
well a student would perform in the wider range of
tasks the test represen ts.

If a test accurate ly

represen ts the goals and objectiv es of a grade
level in a school, it has content validity in that
instance .
2.

Criterio n validity relates a score or performa nce
level to another relevant task or test.

If an

independ ent school admissio ns test of prereadi ng
skills and tasks has criterio n validity , it should
be so indicate d in the school setting by
performa nce on another variable such as reading.
3.

Construc t validity "is a theoreti cal idea
develope d to explain and to organize some aspects
of existing knowledg e" (APA, 1974, p. 29) and
explains how to interpre t scores on a measurem ent
in terms of the psycholo gical theories behind the
scores.
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Reliabili ty of a test can be defined in terms of how
stable and consisten t the test is over a period of time and
indicates whether scores are accurate and consistent .

Tests

can be reliable, without having validity. Validity is more
difficult to establish and obtain and those persons engaged
in evaluating tests and measures need cautioning that
documented reliabilit y is not a substitute for validity.
One advantage of standardiz ed or norm referenced tests
is that they can provide a fair and relatively accurate
comparison among children of similar background s.

They

present each individual measured an identical task.

If

test results are interprete d properly, with considerat ion
given to develomen tal levels, test anxiety factors,
background difference s and previously cited potential
problems, the results can be "a valuable part of an
identifica tion system" (Roedell, Jackson, Robinson, 1980, p.
33).

Properly used and evaluated, tests provide much

informatio n about general scholastic ability according to
Clark, 1980; Lazow

&

Nelson, 1974.

Feshback (1974) reported group tests were used for
kindergart en screening in 55% of the 980 school districts he
studied.

McFarland (1980) stated that group intelligen ce

and achievemen t tests are easier and less time consuming to
administer .

In addition, they can be administer ed by most

school personnel which makes them more economical than tests
requiring trained examiners.

Studies have shown, however,

that group tests are less accurate than individual tests
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{Gallag her, 1975; McFarl and, 1980; Pegnato
Roeper, 1977).

&

Birch, 1959;

If group tests are used with young childre n,

problem s might arise includi ng imitati ve peer behavio r, lack
of attenti on and persist ence, problem s with on-task behavio r
and parent separat ion, immatur e motor develop ment skills.
Kaufman (1978) caution s that many test directi ons include
usage of concept s such as alike, next, half, and that it
may be approp riate to determi ne the knowled ge level of the
child before testing .

He conclud ed that childre n who do not

compreh end test directi ons are not being assesse d with
validit y.

Klein (1982) studied the effects of the strange r

as an examine r and parents as test examin ers.

Among his

conclus ions were that kinderg arten girls perform better for
parents on tasks which require verbal creativ ity, that four
and one half and five year olds perform ed better for
strange rs on visual- motor coordin ation tests, and that
differe nces occur accordi ng to socio-e conomi c standin g, age
and sex.

Sheldon and Manola kes (1954) point out that group

test results tend to be higher for below average student s
while childre n who are above average do less well on group
tests.

Example s of group tests which could be used with

five year olds include the Califor nia Test of Mental
Maturit y - 1963 Revisio n (Sulliv an, Clark,

&

Tiegs, 1963);

the Otis-Le nnon Mental Ability Test (Otis,

&

Lennon, 1970);

the Metrop olitan Readine ss Test (Hildre th, Griffit h,

&

Ganvran , 1969); the Stanfor d Early Achieve ment Test {Madden
&

Gardne r, 1969, 1971).
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The individual intelligence or achievement test
provides a more accurate and reliable measure than the group
test (Bertrand, 1980; Martinson, 1961; Mercer, Algozzine,
Trifiletti, 1979; Rellas, 1969; Sheldon
Shorr, Jackson, Robinson, 1980).

&

Manolakes, 1954;

The individual test is not

only more accurate in terms of results but puts examiner and
child in an intimate situation where the examiner can
observe the child in terms of responses and behaviors.

The

individual test is more costly to administer, and may
require a trained examiner.

The Terman and Oden 1947 study

attests to the predictabilitly of an individual measure.
The 1925 Terman gifted group, when reevlaluated in 1947, had
an outstanding record of achievement and a far higher number
of contributions to society.

Anastasi (1982) further

concluded that scores of preschoolers do correlate
moderately well with later measures of intelligence.
Scores on tests provide one insight into performance,
but they do not explain the factors which led to that
performance and should, therefore, remain only one component
of an identification system, not the sole means of
identifying abilities.
Conclusion
It would appear, then, from a review of the literature
that in designing an identification system for kindergarten
applicants to independent schools, a range of instruments
and procedures should be used which are appropriate to the
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child's level of development and the school's identified
goals and objectives for similar children.

Thorndike and

Hagen (1977) suggest "placement decisions call for a broad
appraisal in an area and can often use standardized tests to
identify entry level of performance on an uniform score
scale.

Selection decisions tend to imply comparisons with

others, and for these comparison$ adequate norms are often
important" (p. 274-275).

It is implied also that evaluation

or appraisal decisions should include locally constructed
tests which would define local performance levels.

The

purpose of the identification system is to place applicants
appropriately and most reports of identification recommend
multiple measurements and techniques as cited previously.
Multiple measures are more likely to reveal more information
about abilities of young children, although such systems
will never be perfect.
To conclude from a review of pertinent literature,
questions which admissions personnel might consider about
their own school's evaluation procedures are:
1.

Does the present standardized measure yield valid
and reliable estimates of abilities for students
of similar backgrounds?

2.

Are measures relevant to the school's goals and
expectations and are those goals and expectations
realistic in terms of past group performance?

3.

Is information included on behavior reported by
parents and/or previous teachers?
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4.

Are admissions persons adequately trained to best
interpret the informatio n collected?

5.

Does the school have the facilities , personnel and
funding for an adequate appraisal of candidates ?

In order to evaluate an admissions process, a
conceptual framework is helpful in making decisions about
continuing or modifying components , and also contribute s to
an understand ing about the psycholog ical processes inherent
in program planning (Anderson

&

Ball, 1978).

There are many

conceptual frameworks for evaluation such as Stufflebea m
(1971), Stake (1967),
Tyler (1942).

Seri ven (1967),

Provus (1969) and

The Tyler framework was selected by this

researcher as appropriat e for evaluating the independen t
school admissions process because it focuses on behavioral
objectives , which when establishe d, are relatively easy to
appraise in terms of attainment .

A systematic appraisal of

evaluating the congruence between stated objectives and
actual performanc e is an integral part of this procedure.
One disadvanta ge to this procedure is that the objectives
may be trivial, and that the processes which are not stated
in the objectives cannot be part of the evaluation .

Tyler's

framework does provide for the evaluation of specific
behaviors, which is what the admissions process attempts.
Essential procedural steps in Tyler's framework involve:
1.

Defining school goals and formulatin g statements
of objectives on those goals.
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2.

Classifica tion of objectives into a hierarchic al
sequencing .

3.

Defining objectives in terms of observable
behaviors.

4.

Identifica tion of the situations in which the
objectives may be appropriat ely assessed.

5.

Examinatio n, selection, trying out of appropriat e
measures to assess objectives .

6.

Refinement and/or improvemen t of preliminar y
measures.

7.

Collecting and interpretin g the data obtained
by comparing student performanc e with the
establishe d objectives .

This performanc e is

compared with prespecifi ed objectives based on
prespecifi ed school goals (after Tyler, 1942).
After careful evaluation of the process of admissions ,
and the cautions and concerns about the selection of
applicants for admission to a given school, the
identifica tion or assessment of abilities remains an
imperfect process.

Jackson (1978) reminds us that young

children's developme nt is uneven, and that ability groups
remain heterogene ous in many aspects, so the process of
identifica tion should by no means be a final assessment ,
but, rather a first step in an on going longitudi nal
process.
An extensive review of the literature revealed no
reported research devoted to the specific topic of
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admissions procedures for applicants to independen t school
kindergart ens.

Contact with the National Associatio n of

Independen t Schools (NAIS) Admission Services, the Council
for American Private Education, and the National Center for
Education revealed those offices were unaware of any
research in this area. Talbott (1982) stated this research
"will be a great asset to our schools."

The studies cited

indicate a need for research in the independen t school
setting, and a need for additional research in the
assessment of the abilities of young children.
Research designed to provide guidelines for and
comparison s between independen t school admissions procedures
will be of value to educationa l lead~rs in independen t
schools in developing improved, more objective procedures
for schools which must make decisions about applicants for
admission.
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CHAPTER III
METHODOLOGY

The contempo rary National Associat ion of Independ ent
School members are distingu ished from one another by their
diversit y.

There are obvious differen ces between day and

boarding schools, denomin ational and nonsecta rian schools,
elementa ry and secondar y schools, single sex and
coeducat ional schools; however an even greater variance can
be found in the types of students and programs in each
school.

Students may be accepted on the basis of academic

performa nce which may be high, average or low.

There are

schools in which the vernacul ar is a foreign language , and
schools which speciali ze in fine and performi ng arts,
science, mathema tics, college preparat ory or remedial work,
programs for handicap ped children and programs for children
with psycholo gical problems .

The goals and philosop hies of

independ ent schools determin e whether the organiza tional
emphasis will be college preparat ory, tutorial , caretaki ng,
motivati onal, military , liberal or conserva tive.

Despite

the freedom to design and implemen t any type program
desired, each independ ent school must know intimate ly the
reality of what is success ful in its own sphere of
influenc e.

This research focused on preprepa ratory schools

101
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with student populati ons of above average performa nce
levels.
"Private schools are less easily identifie d" than
public schools accordin g to the

u. s.

Departme nt of

Educatio n (NCES, 1982, p. 48), and a complete accounti ng of
all independ ent schools in the United States has never been
undertak en.

Demograp hic informat ion is availabl e for

selected schools and for some unions of schools, but
specific informat ion about school methodo logies, philosop hy
and goals, and policies is availabl e only for those
individu al schools under consider ation.
A comprehe nsive review of reported literatu re revealed
a lack of research regardin g this research topic:
Kinderga rten admissio ns practice s in independ ent schools.
Because of lack of reported data related to independ ent
kinderga rtens, a survey research procedur e was utilized to
gather informat ion from individu al independ ent schools.
The data gathered by means of survey research methods
describe s conditio ns or reveals the status of somethin g.

In

addition to fact finding, the comparis ons of relation ships,
the identific ation of trends and the testing of principl es
are also outcomes of data collecti on.

Accurate descript ions

of populati ons can be useful not only in describin g
similari ties and differen ces of groups surveyed but in
providin g data on which to based future investig ations.
This method can be used as an early componen t of a study.
Hillway (1964) indicate d that surveys explorin g the
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interrelati onships of variables were the most frequently
used method of data collection (p. 187).
Songquist and Dunkelberg (1977) described the purpose
of the program evaluation survey as one of determinin g the
effects of a program or institutio nal procedures and
policies.

This type of survey analyzes the stated

objectives in terms of the accomplish ment of those
objectives .

The interrelati onships of variables which may

have an impact on the outcomes can also be explored.
Hypothese s may or may not be formulate d and tested by the
researcher s.

"Survey objectives 6ften include determinat ion

of the multiplic ity of the effects of a program,
institutio nal procedure or policy.

Studies of this type are

very similar to hypothesis testing studies, but often the
hypotheses are stated only implicitly and are derived from
the practical objectives of the program being evaluated,
rather than from theory" (p. 2).
This research study explored the interrelati onship of
variables involved in independen t school kindergart en
admissions and tested hypotheses which had been developed by
the researcher as a result of the evaluation of such
programs.
Selection of Survey Sample
The diverse nature of organizati onal membership s
available to each independen t school served as a means to
identify a population which was cohesive.

The National
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Association of Independent Schools (NAIS) provides active
membership to schools which have been in operation for five
or more years in states or territories of the United States.
They must be incorporated as not for profit and they must
meet the standards of and be members of or approved by an
appropriate evaluating agency as well as being members of
the state or regional association of independent schools.
Students and faculty must be admitted/employed without
discrimination which is in violation of state or federal
laws or regulations (NAIS, 1983).
A second source was also used to further define the
research group utilized in this study.

The Handbook of

Private Schools: An Annual Descriptive Survey of Independent
Education, 63rd ed.

(Porter Sargent, 1982) lists those

schools in its "Leading Private Schools" section which meet
the Porter Sargent standards and requirements.

This source

required schools designated as "Leading Private Schools" to
be in operation for seven or eight years, to be verified
members of an educational association and to be accredited
(usually by one of the six regional associations), to have
defined their program as college preparatory or
prepreparatory and to show recorded information regarding
graduates' subsequent education.

Teacher preparation in

terms of the types of degrees held and the student to
teacher ratio are further criteria for inclusion.

The

school must have broad, national appeal to clientele and not
be highly specialized with a program reflecting limited
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appeal {Thrasiv oulous, personal communi cation, August 12,
1983).
Schools identifie d in both NAIS membersh ip lists and
designat ed as a leading private school by Porter Sargent
were selected for inclusio n in the survey sample.

The

survey sample group was selected by crossmat ching the two
previous cited listings for the year 1982.

Of the 999 NAIS

member schools listed in 1982, 441 offered kinderga rten
programs . Porter Sargent designat ed 776 schools as "Leading
Private Schools" , and 420 of these offered kinderga rten
programs .

A total of 340 schools with kinderga rten programs

were each cited in both listings , and were determin ed to be
the target populati on.

A systemat ic random sampling

(Kerling er, 1965) of 165 schools served to represen t the
total populati on of independ ent schools in this research .
The sample was organize d into five geograph ical areas in
order to compare data.

Several sources were researche d

which might provide a model for subdivid ing the United
States.

Atlases proved to be inapprop riate.

While they are

divided into geograph ical areas, the division s are made for
ease in map reading or travelin g or locating geograph ical
landmark s. School, or educatio nally related subdivis ions of
the United States were located in Gallup, 1982; NCES, 1982;
&

Porter Sargent,

1982.

Inclusio n in Porter Sargent (1982)

was used as a criteria for sampling , so this source was
selected for geograph ical areas.

Porter Sargent (1982)

defined eight areas of independ ent schools.

A careful
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examinat ion by the research er indicate d three areas (South
Central, West North Central, and Mountain Southwes t) could
be combined with other areas while still preservi ng the
regional characte ristics of the original zones.

The new

areas which were formed are South Central and South
Atlantic , now called South, East North Central, West North
Central and Mountain Southwes t now called Mid Continen t.
The three areas were combined because the numbers of schools
involved were too small to stand alone in data analysis . The
final five geograph ic regions formed for this research were
as follows:
1.

New England; ME, VT, NH, CT, RI, MA

2.

Mid Atlantic ; NY, NJ, PA, DE, MD, DC

3.

South; VA, WV, NC, SC, GA, FL, KY, TN, AL, MS,
LA, TX

4.

Mid Contine nt; MI, OH, IL, IN, WI, MN, IA, MO, SD,
NE, AR, CO

5.

Far West; WA, OR, CA, AZ

In formulat ing guidelin es and making recommen dations it
is importan t to include informat ion from professi onals
engaged in actual practice and professi onals whose input is
of a theoreti cal nature.

In addition to the 119 admissio ns

director s, informat ion was therefor e elicited from
professo rs at univers ities in the United States which had
schools of educatio n involved in child developm ent research ,
laborato ry schools or a testing bureau. The Gourman Report
(Gourman , 1982) listed 21 univers ities having schools of
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educatio n scoring between 3.5 and 5.0 on a five point scale.
All schools were evaluate d on the quality of the faculty,
instruct ion, scholast ic work of students , graduate records,
administ ration and nondepar tment levels among other
criteria .

The highest scoring schools, nine in 1982, scored

between 4.0 and 5.0;

the next level of scoring, 3.5-3.9

included twelve universi ty schools of educatio n.

In order

to direct the survey instrume nt with more accuracy ,
telephon e calls were made to each of the schools of
educatio n at the 21 univers ities.

A request was made for

the name of the person teaching a course in or current ly
engaged in assessin g and evaluati ng the abilitie s of young
children aged four to six.

In some instance s the research er

was directed to laborato ry schools, the psycholo gy
departme nt, bureaus of testing and measurem ents, or gifted
programs in order to reach the appropri ate person.
Developm ent of Instrume nt
In 1981 the research er was appointe d Early Childhoo d
Academic Services Chair for.the Californ ia Associat ion of
Independ ent Schools.

The major respons ibility of this

position is to provide the early childhoo d programm ing at
the annual southern Californ ia state conferen ce of
independ ent schools.

In this capacity the research er was in

contact not only with educator s in independ ent schools, but
with potentia l speakers througho ut the United States.
simplifi ed needs assessme nt (Kaufman

&

A

Thomas, 1980) was
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made in order to plan appropriate program offerings and the
results indicated a high level of interest in evaluating
young children for admission to independent schools.

This

interest was expressed by school personnel in other areas of
the United States, and this research evolved from the
development of these early childhood conference programs.
In May, 1982 a preliminary outline consisting of eight
question areas was submitted to professional educators,
doctoral students and university professors.

All persons

contacted were asked to delete or add topics which they
conceived to be pertinent to admissions in independent
schools.

Those persons actively involved in admissions were

asked to review their procedures in order to suggest
questions which would provide information useful to them.
All information and suggestions were evaluated and many
were incorporated into a preliminary pilot instrument for
gathering information.

Kerlinger (1965) stated "The social

scientific nature of survey research is revealed by the
nature of its variables, which can be classified as
sociological facts and opinions and attitudes.

Sociological

facts are attributes of individuals that spring from their
membership in social groups or sets" (p. 395-396).

This

preliminary pilot survey was constructed to include as many
variables as possible which would impact on the admissions
process in the independent school setting.

In September,

1982, the prepilot instrument was distributed to graduate
students, university professors and independent school
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personn el to determi ne not only the effecti veness and
clarity of the languag e of the instrum ent, but also to
identif y any potent ial problem s in the collect ion and
analys is of the data.

Sugges tions were made and

incorpo rated into an instrum ent for a pilot study, and any
clarifi cation s of languag e and termino logy were also made at
this time.

A cover letter was designe d to explain the pilot

study and to request coopera tion which would be confid ential
(Append ix A).

The pilot study instrum ent and cover letter

were mailed Novemb er 1, 1982 to 24 random ly selecte d
admissi ons directo rs who would be exclude d from the sample
group.

They were request ed to make suggest ions which they

perceiv ed would improve or strengt hen the instrum ent.

All

questio nnaires were coded in order to identif y respond ents.
Respond ents were asked to reply by Novemb er 30, 1982; if
they had not respond ed by that date, a telepho ne cal 1 was
made to the nonresp ondent.

The f'inal number of replies

~

receive d was 20 of 24 sent or a total of 83%.

A conclu sion

had been made by the researc her that recomme nded suggest ions
and/or changes on the final instrum ent would be limited to
this group whose experti se had been sought.

Ten or 50% of

the respons es include d persona l corresp ondenc e indicat ing
interes t in the and support of this researc h which would
validat e current procedu res or provide informa tion to
improve current procedu res.

Minor suggest ions were

incorpo rated to a questio nnaire which was designa ted as a
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final questionna ire, provided validity and reliabilit y could
be establishe d.
Reliabilit y and Validity of Instrument
The reliabilit y of the instrument was establishe d by
using the results of the previously described studies to
exclude or refine or redefine items which were unclear or
ambiguous in meaning to recipients .

The proposed final

instrument was mailed to 20 randomly selected admissions
officers who were not to be included in the final sample.

A

cover letter was included with the proposed final instrument
which explained the purpose of the study, requested
cooperatio n and guaranteed confident iality of responses
(Appendix B}.

To calculate the stability coefficien t or

test-retes t reliabilit y, those 20 persons received the final
questionna ire two times,

in January and February of 1983.

The scores of 17 responses received (85%} were correlated
and were in agreement (+.89) indicating answers were
consistent in measuring items over a six week period of
time.
The validity of the instrument was establishe d by
submitting the proposed final instrument and proposed cover
letter (Appendix B} to a group of admissions persons
differing from both the previous subjects and the final
sample.

This validation group consisted of 24 admissions

officers who were requested to reply by March 15, 1983. A
total of 19 (79%} responses were received and analyzed by
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the same procedur es projecte d for use in the final research
data.
As none of the question naires used in the reliabil ity
and validity studies reveals missing data or response s, and
because no ambiguit y or lack of clarity had been revealed
after the pilot study correctio ns, it was determin ed the
projecte d final instrume nt was both reliable and valid and
would therefor e be utilized as the final survey instrume nt
(Appendi x C).
Descript ion of Instrume nt
The final research instrume nt included 25 items which
were designed to elicit comments and data for the purposes
of formulat ing guidelin es for kinderga rten admissio ns and
for planning potentia l inservic e sessions .

The

question naire also provided hard data for hypothe tical
analyses and for comparis ons of data.

The informat ion

requested from independ ent schools is very sensitiv e in that
it probes the intimate detai 1 s of a process which has an
impact on the financia l health and program of a school.

The

question naire further required response s which could be used
to evaluate the professi onalism of the responde nt. The pilot
study response rate and the validiat ion group response rate
indicate d a high level of trust on the part of the
admissio ns director s who responde d.
The initial informat ion requeste d is of a
nonthrea tening nature and concerne d the founding date of the

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

112
school, religiou s affiliati on, if any, and the amount of
tuition.

Question s were then introduc ed which addresse d the

numbers of enrollme nts, availabl e places, applican t totals,
first grade and kinderga rten reenrollm ents and testing fees.
This led into the more sensitiv e areas of how and on which
~riteria the assessme nt of applican ts and parents are made.
The training and experien ce levels of admissio ns persons
were assessed , as was the time devoted to applican ts by
various school personne l.

A checklis t of standard ized tests

used by the school and a request for any self designed tests
were included .

The research instrume nt closed with an

evaluati on of satisfac tion with procedur es, a checklis t of
desired methods of inservic e, and a commenta ry on projecte d
or desired changes.
Procedur e
The survey instrume nt and cover letter (Appendix C) and
its presenta tion were carefull y designed to produce the
highest possible response rate from recipien ts.

Research

was undertak en to determin e the current admissio ns director
at each school.

If the name was not known correspo ndence was

directed to "Admissi ons Director ."

some schools with

smaller staff do not have an admissio ns director ; the
addresse e designat ion was perceive d to be appropri ate to
cause the correspo ndence to be directed to the appropri ate
staff member.

The estimate d amount of time necessar y to

respond to the question naire was determin ed to be fifteen to
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thirty minutes.

Additional comments were encouraged by

providing space on the questionna ire.

A request was made

for any self designed tests to be enclosed and returned for
use in the research.

Permission was requested to include

facsimilie s of tests in the research, deleting all names and
identifica tion.

These tests were solicited for use in the

formulatio n of guidelines for kindergart en admissions . A
stamped return addressed envelope was included.

Postage at

the next higher _rate was affixed to all return envelopes in
the event that recipients added their own materials when
returning the original survey instrument .

Research

indicated mail, especially questionna ires, tended to be
discarded when it was considered by addressees to be
impersonal (Champion
&

&

Sear, 1969; Ferriss, 1951; Gullaharn

Gullaharn, 1963}. For this reasons all mail was addressed

by hand and all postage was not only calculated at the first
class rate, but affixed by individual stamps rather than a
postage meter.

All correspond ence in this project was

handled in this way. Each cover letter to an independen t
school had a brief handwritte n note expressing appreciati on
for recipients ' cooperatio n in order to personaliz e the
project.

The return address of the researcher 's independen t

school was utilized to further establish a bond between
subject and reseacher.

Anonymity was guaranteed to all

subjects, as was confident iality of responses.

Each school

was, however, assigned a number coded on each return
envelope in order to identify nonrespond ents.

A time line
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was develop ed from conver sations with admissi ons personn el
which indicat ed that the least busy time appeare d to be in
April and May as most schools process ed all applica nts and
had issued contrac ts by that time.

The questio nnaire was

mailed with the though t of having it arrive by April 1,
1983, althoug h there was the unavoid able possib ility that
spring break would occur for many schools during this
period, which could delay respons es.
A second, separat e mailing was made to the 21
univer sity schools of educati on identif ied in the Gourman
Report as receivi ng a score of at least 3.5 on a 5.0 scale.
In order to direct this mailing with maximum accurac y,
telepho ne calls were made to each school of educati on to
ascerta in the name of the individ ual(s) to whom the
corresp ondenc e should be directe d. The request was made for
the name of the person curren tly engaged in and/or the most
knowle dgeable about assessi ng and evalua ting the abiliti es
of young childre n, aged four to six.

When an approp riate

individ ual had eventu ally been identif ied, a telepho ne call
was made to the person explain ing this researc h and
request ing coopera tion and informa tion.

Two profess ors

contact ed each nominat ed another profess or who was perceiv ed
as having a high level of interes t, experti se, or perhaps
unpubli shed researc h which might be applica ble to this
researc h project (I. Y. Liberma n, persona l commun ication,
May 10, 1983; D. Slaugh ter, persona l commun ication, May 9,
1983).

These two field referra ls were include d as valid
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experts althoug h neither school of educati on had been
identif ied as a leading school of educati on by the Gourman
Report.

A project ed arriva l date for the mailing was

approxi mated and an accurat e and comple te address and
telepho ne number of the individ ual profess or was request ed.
The mailing include d a copy of the indepen dent school
questio nnaire to indicat e the type of informa tion being
solicit ed from each school.

A cover letter (Append ix D)

request ing specifi c informa tion was also sent to each
profess or which could be used in formula ting guideli nes for
admissi ons procedu res in indepen dent school kinderg artens.
This mailing was not coded because the numbers were limited .
It was anticip ated that respons es would be made on
univer sity letterh eads, and if not, postmar ks would indicat e
the school by its locatio n.
made to univer sities.

A total of 23 reques ts were

Six univer sities indicat ed a lack of

interes t in this researc h project .

The input from these

persons and univer sities was not pursued since it was the
positio n of the researc her that any person solicit ed for
informa tion and coopera tion had the right to refuse and that
right would be respect ed.

Sevente en univer sity affilia ted

persons , then formed this portion of the researc h group
sample.

Those nonresp ondents were followe d up by telepho ne

rather than by mail.

Where corresp ondence had not been

receive d a second_ mailing was sent.
Once the indepen dent school sample and the univer sity
personn el had been identif ied, the researc h instrum ent and
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appropri ate cover letters were mailed to 165 randomly
selected independ ent schools and 17 universi ty professo rs in
March of 1983.

A tabulatio n of response s indicate d 112 or

68% of the independ ent schools responde d to the initial
mailing, as did 8 or 47% of the universi ty professo rs.

A

second mailing was directed to the 58 independ ent school
nonrespo ndents.

The original cover letter was reused.

seven more response s were returned , one indicate d the
original mailing had arrived the day before the second
mailing.

It is possible there was misdirec tion of mail, and

perhaps some schools did not respond because the response
date had expired before the mail was received .

A selected

number of nonrespo ndent schools in Californ ia were
telephon ed to detect whether this nonrespo nse group was an
unbiased or biased group which may have had an effect on the
survey sample data

(Borg

&

Gall, 1979).

Conversa tion

revealed this follow up group was intereste d in the
research , but it was not of high priority to them.

One more

question naire was returned at a later date for a total of
119 responde nts or 72% of the independ ent school sample.
The universi ty response s totaled 11 of 17 or 65%.

These

response s ranged from very brief statemen ts to inclusio ns of
monograp hs, prepubli cation journal articles , and large
packets of informat ion.
Question 13 asked responde nts to rank order 10
qualitie s sought in applican ts.

School responde nts and

universi ty professo rs were compared in this ranking.

The
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purpos e was to evalua te what was theori zed about the
assess ment of abilit ies and what was actua lly evalua ted in
the field.

In additi on to this rankin g, a hypoth etical

assess ment proces s was reques ted from each profes sor.

This

inform ation was includ ed in formu lating guidel ines for
admiss ion proced ures in indepe ndent schoo ls.
Data were analyz ed by the use of the Vax 11/780
compu ter at the Unive rsity of San Diego Academ ic Compu ter
Center . The Minita b (Ryan, Joiner , Ryan, Jr., 1976) progra m
develo ped at Penn State unive rsity was the program utiliz ed.
Differ ences in respon ses on select ed indivi dual items on the
survey instrum ent were tested by the chi-sq uare statis tical
analys is proced ures at the .05 level of signif icance . The
Friedm an test was used to analyz e rankin gs of data.
Ranges and measu res were calcul ated for demog raphic
items such as amount of tuitio n, foundi ng date of school and
job experi ence. Multip le choice items identi fying specif ic
proced ures were tabula ted and ranked by the resear cher.
Method s of Data Analy sis.
Each questi on respon se was calcul ated accord ing to
inform ation reques ted. The data were treate d by perfor ming
an analys is of each survey item.
Range and means define d the respon ses to questi ons 1
throug h 10 and 16.
The percen tage of respon ses and the mean was calcul ated
for questi on 11.
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Questions, 12, 14, 15, 17, 18, 20, 21, 22, 23, 24 were
defined in terms of percentages of responses on individual
items.
Question 13 was calculated in order of ranking of
responses and the Friedman nonparametric statistical
analysis procedure was utilized to determine whether the
rankings were randomly assigned.
Question 19 was defined by range, mean and number of
responses in 12 categories.
Question 25 was an open ended descriptive question.
The comments were described in Chapter IV - Analysis of
Data.

Tables in Chapter IV presented the data for each

item analyzed and compared, when such tables were
appropriate.
A chi-square statistical analysis procedure was used to
measure the significance of the differences between groups
on the research questions (See Chapter I, p. 14).

The • 05

level of significance was used to determine whether the
differences observed were significant.

This procedure was

also used to measure differences between other independent
variables in this research.

Tables in Chapter IV present

the data for each item analyzed and compared.
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CHAPTER IV
ANALYSIS OF DATA
The purposes of this research study were to identify
procedur es currentl y in use in evaluati ng the abilitie s of
kinderga rten applican ts to independ ent schools, and to
compare the reported processe s with procedur es recommen ded
by early childhoo d speciali sts in schools of educatio n in
selected United States universi ties.

An analysis of the

success of current procedur es was made in order to determin e
any differen ces between reenrollm ent rates and the school's
reported level of satisfac tion with procedur es.

The

training and/or experien ce and role of personne l involved in
admissio ns were evaluate d and compared with selected
variable s having an impact on the admissio ns process.
Guidelin es for improvin g or strength ening the admissio ns
process were develope d from an analysis of current
procedur es, from the review of related literatu re and from
suggesti ons and recomme ndations from independ ent school and
universi ty personne l.
Data were obtained from a research instrume nt, a 25
question survey which was develope d by the research er.

The

target populati on for this research were those schools with
kinderga rtens which were 1982 members of the National
Associat ion of Independ ent Schools, and were addition ally
119
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designat ed as "Leading Private Schools" by the 1982
Handbook of Private Schools (Porter Sargent, 1982).

The

United States schools were organize d into five geograph ical
regions for comparat ive purposes : New England, Mid Atlantic ,
South, Mid Continen t and Far West.

A random sample of 165

admissio ns officers in United States independ ent schools
were mailed the survey instrume nt for receipt by April 1,
1982.

Of this total mailing, 119 were returned to the

research er, reflectin g a response rate of 72.1%.

All

response s were determin ed to be adequate for data analysis .
In addition to independ ent school admissio ns officers , the
question naire and a request for a hypothe tical admissio n
procedur e were directed to 17 universi ty professo rs
experien ced in the assessme nt of young children 's abilitie s.
Fourteen of these universi ties were listed among the 21
highest ranked United States of educatio n as determin ed by
the Gourman Report in 1982.

Two addition al professo rs were

recommen ded by two of the original 15 professo rs and they
were included in the total of 17.

Eleven persons responde d,

represen ting 65% of those contacte d.

The universi ty

personne l were asked not only for a hypothe tical admissio ns
procedur e but were also requested to answer question number
13 on the survey instrume nt.

This question asked

responde nts to rank order abilitie s which were perceive d by
them to be pertinen t to success in a reading based
kinderga rten.

This informat ion was then compared to

response s from independ ent schools admissio ns personne l.
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The analysis of this information leads to the framing of
guidelines for admissions discussed in Chapter

v.

This chapter is organized into two sections.

The first

section analyzes data responses from each question on the
survey instrument.

The second section presents the findings

related to the hypotheses postulated in Chapter I and also
discusses additional comparisons of variables not
anticipated in the original framing of hypotheses.

The

results of this survey are indicated for each of the five
regional areas and are presented in tables where
appropriate.

The results reflect the responses of

independent school admissions directors,

except where noted.

The chi-square statistical procedure was used to analyze and
determine the significance of differences on selected items
in the research instrument.
Participant Responses to the Questionnaire
This section presents, sequentially, the responses to
each question posed on the survey instrument.

Discussion is

present for these findings and, where appropriate, tables
are utilized to present the data by number and percentage.
Question 1
This question requested the founding date of the
school.
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Table 1
Founding Date of School
Region

N

New England

Range

Median

Mean

18

1798-196 0

1897

1897

Mid Atlantic

46

1689-196 8

1912

1850

south

25

1854-197 0

1937

1933

Mid Continen t

16

1859-197 2

1906

1908

Far West

14

1859-196 4

1935

1931

Table 1 reveals that the schools with kinderga rtens
with the earliest founding dates are located in the two
northeas tern areas of the United States.

The oldest

independ ent school is the William Penn Charter School,
chartere d in 1689.

The remainin g three areas indicated the

earliest founding dates are within the decade precedin g the
Civil War.

The median founding dates for all five

geograph ic regions indicate to some extent the influenc e of
the Progress ive Educatio n movement on the independ ent school
which is describe d in Chapter II.
Question 2
This question requeste d informat ion concerni ng any
religiou s affiliati on of the school respondi ng.
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Table 2
Religio us Affilia tion by Denomi nation

Region

Epispal.

New Eng.
Mid Atl.

2

south

4

Mid Cnt.

1

Far west

2

Roman
Cath.

Quaker

1

1

4

4

Chris.
Scien.

Conggatnl.

Meth
dist

Mora
vian

1

1

1
1

Of the 119 schools respond ing to questio n 2, 23 or
19.3% indicat ed they were affilia ted with a religio us
denomi nation.

The two most often cited affilia tions,

Episcop alian and Roman Cathol ic, each have their own
represe ntative religio us school associa tions.

These schools

may also hold member ship in these groups in additio n to
their nonsec tarian member ship in NAIS.
Questio n 3
This questio n asked if the school was graded or
nongrad ed in organiz ation.
Only one of the 119 schools surveye d offered a
nontrad itional grade level organiz ation.
England school was nongrad ed.

This one New

This proved interes ting

because the ability of the indepen dent school to respond to
edcuati onal innovat ions has traditi onally been one of its
disting uishing charac teristic s, yet only one school offered
an innova tive organiz ation.
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Question 4
This item requested the amount of tuition charged per
year in kindergart en programs which are half day,
and half day with afternoon day care.

full day

These numbers reflect

tuition for 1982-83.
Table 3
Kindergart en Tuition for 1982-83 in Dollars

Region

N

Half Day
Range

New Eng.

18

Mid Atl.

Full Day
Range

Mean

Day Care
Range

Mean

1150-2975 2112

1800-3519 2842

500-1850

1065

46

950-4000 2414

1400-4240 3033

500- 750

625

south

25

935-2250 1495

1825-3000 2310

220- 600

386

Mid Con.

16

1325-2230 1727

1740-3950 2772

885

885

Far west

14

1500-3250 2353

2300-3700 2997

1420

1420

119

935-4000 1881

1400-4240 2726

220-1850

1077

Total

Mean

Table 3 indicates the wide range of tuitions charged
throughout the United States.

The highest tuition charged

for both ful 1 day and half day programs occurred in the Mid
Atlantic area where the independen t schools are concentrat ed
in the 1 arge urban areas of New York City and Phi 1 ade lphia.
The Far West tuition means are second highest to the Mid
Atlantic area in both full and half day tuition charges, but
highest in day care tuition for all areas.

The lowest

tuition amounts occurred in the south in full day, half day
and day care programs.

The second lowest means occurred in
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the Mid Contine nt area and reflect ed more nearly the
nationa l means.

The New England region falls between the

two lowest and two highest tuition areas, but reporte d means
were higher than the overal l nationa l (total) means in full
and half day program s, and less in the day care program s.
The differe nce between full and half day program tuition s
ranged from an increas e of $1045 in the Far west to $619 in
the Mid Atlanti c area.

The mean increas e for all full day

program s is $770.
Table 4
Length of Kinderg arten Day Offered
Half Day
Only

Full Day
Only

Half &
Full

Half/Da y
Care

Hourly
Care

Region

N

New Eng.

18

8

44%

6

33%

4

22%

6

33%

1

6%

Mid Atl.

46

7

15%

24

52%

15

33%

3

7%

3

7%

South

25

17

68%

4

16%

4

16%

8

32%

3

12%

Mid Con.

16

4

25%

7

44%

5

31%

1

6%

1

6%

Far west

14

4

29%

6

43%

4

29%

2

14%

119

40

Total

33.6% 47 39.5% 32

26.9% 20

16.8% 8

6.7%

The figures in Table 4 which indicat ed the length of
kinderg arten day program s were also derived from Questio n 4.
The table indicat ed 68% of all kinderg artens in the South
were half day only, while 15% of all kinderg artens in the
Mid Atlanti c were half day only. These two areas reflect the
highest and lowest percent ages of half day offerin gs
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according to the responses returned.

The figures were

reversed for full day programs with 52% of the Mid Atlantic
schools offering only full day programs and 16% of all
Southern schools offering only the full day program. Fewer
than one-third of all schools offered both full and half day
choices.

Again in the Mid Atlantic region 33% of all

schools in the area offered a choice of ful 1 or half day
programs, while only 16% of the schools in the South offered
this option.

By combining both half day day care ana hourly

day care options it can be seen that 44% of the Southern
schools offered day care and 39% of the New England schools
offered after school care.

Of the remaining schools, fewer

than 15% offered optional day care for kindergartens.

These

responses and figures gave some indication of an attempt to
meet parents' requests for longer hours of school care.

In

an attempt to respond to the need for quality supervision,
one school in a Mid Continent urban area described its dual
program with a fully staffed day care program from 7:30 a.rn.
to 5:30 p.m.
kindergarten.

This was operated separately from its full day
This option could be of interest to those

schools wishing to preserve their academic program yet
respond to the community's needs in day care.
Question 5
This item requested information regarding total numbers
of students a school could accommodate in kindergarten and
first grade.

Table 5 illustrates responses by range and

mean for both grade levels in each geographic region.
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Table 5
Number of Studen ts Able to be Accomm odated
Kinderg arten
Range
Mean

First Grade
Range
Mean

Region

N

New England

18

5-45

24.7

5-45

26.3

Mid Atlanti c

46

14-57

25.5

16-63

29.1

South

25

18-80

46.4

20-80

48.5

Mid Contine nt

16

18-60

32.5

13-60

32.4

Far west

14

12-80

37.8

14-60

35.2

119

5-80

34.8

5-80

35.6

Total

Table 5 indicat ed the range of the numbers of student s
who could be accomm odated in the indepen dent schools
surveye d. The totals ranged from 5 to 80 student s in both
kinderg arten and first grade, with a mean of 34.8 student s
in kinderg arten and 35.6 in first grades. The largest
kinderg artens and first grades were in the south with a
reporte d mean of 46.4 for kinderg arten and 48.5 for first
grade.

These figures were 33% and 36% greater than the

nationa l means for these two grades.

The areas of least

accomm odation were New England with a mean of 24.7 for
kinderg arten and 26.3 for first grade and the Mid Atlanti c
region with a mean of 25.5 for kinderg arten and 29.1 for
first grade.

The New England area could accomm odate 29.1%

fewer student s in kinderg arten and 26.2% fewer student s in
first grade than was indicat ed by the nationa l means for
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those two grade levels.

The reasons for these differences

were not indicated by the responses requested.

The sizes of

the kinderga~tens and first grades reported in Table 5 does
not indicate the numbers of individual classrooms, nor the
faculty/stude nt ratios, is simply indicates the maximum size
of kindergarten and first grade level programs.
Question 6
This question indicated the total enrollment in
kindergarten and first grade for the school year 1982-83 as
reported by those schools surveyed.
generated by this question.

Two sets of data were

Table 6 stated the actual

enrollment rate and mean for kindergartens and first grades.
An analysis of data in Tables 5 and 6 revealed that
enrollments were not at capacity for many schools; Table 7
indicates the number of schools below capacity and the mean
loss of students in those schools.
Table 6
Actual Enrollment 1982-83
Kindergarten
Range Mean Total

First Grade
Range Mean Total

Region

N

New England

18

3-45

23.1

417

5-45

23.1

417

Mid Atlantic

46

7-57

24.6

1137

10-62

26.7

1220

South

25

18-81

44.9

1116

19-82

46.1

1152

Mid Continent

16

13-60

30.9

527

13-60

27.9

486

Far West

14

8-74

37.2

525

12-54

34.7

486

119

3-81

33.5

3722

5-82

32.5

3761

Total
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A comparis on of all schools in all regions indicated
overall enrollme nt was not at capacity in any area (although
individu al schools in each area may have been
oversubs cribed). These school areas least affected by
student loss were in the Far west region of Washingt on,
Oregon, Californ ia and Arizona.
Table 7
Mean Loss of Kinderga rten and First Grade Students
Kinderga rten
N of
% of
Mean
Schools Total Loss

First Grade
N of
% of
Mean
Schools Total Loss

Region

N

New England

18

10

56%

2.9

10

56%

4.2

Mid Atlantic

46

25

54%

3.9

31

67%

3.6

south

25

12

48%

3.4

13

52%

4.8

Mid Continen t

16

7

44%

4.1

9

56%

8.4

Fa:r west

14

3

21%

3.0

4

29%

1.3

119

47

48%

3.5

67

56%

4.5

Total

The figures in Table 7 indicate the :region with the
greatest mean loss of students was the Mid Continen t :region.
This area included the industri al centers of the Great Lakes
area and the figures may be assumed to be a ref 1 ection of
the economic instabil ity of the area.

A total of 57

schools , o:r 48% of all schools , :reported a mean loss of 3.46
students in the kinderga rten classes.

A total of 67 schools

or 57% of al 1 schools reported a mean loss of 4.46 students
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at the first grade level.

Forty-ei ght percent of all

schools indicated the loss of at least one student in
kinderga rten and 56% of all first grades reflecte d the
enrollme nt of at least one less student than could be
accommo dated during the 1982-83 school year.

Thirteen

schools or 11% of all schools were oversubs cribed by from
one to three students in both grades.
Question 7
The response s to this question indicate d that number of
students schedule d for promotio n from kinderga rten to first
grade in 1983-84.

Table 8 describe d the number of schools

promotin g all kinderga rten students to first grade;

the

number of schools and the mean number of students not
promoted to first grade.
Table 8
Kinderga rten Promotio n and Retentio n for 1983-84

Region

Number of
Schools W/
100% Prom.

New England
Mid Atlantic
South
Mid Continen t
Far west
Total

% W/
100%
Prom

Number of
Schools W/
Retentio ns

% of
Mean Number
Reten- of Students
tion
Retained

9

50%

9

50%

1.6

26

57%

20

43%

2.5

4

16%

21

84%

3.1

10

63%

6

37%

3.2

9

64%

5

36%

1.8

58

49%

61

·51%

2.8
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This question (7) was phrased to include all students
eligible to reenroll, or, all students to whom contracts
were offered for the school year 1983-84.

In this way, the

figures reflected those students actually retained in
kindergarten, and did not reflect or indicate the number of
students the schools did not ask to return.

The Table 8

reveals that 61 schools did not promote a mean of 2.8
students per school.

This reveals that 51% of all schools

were not promoting all kindergartens students.

Random

telephone calls to schools indicated some reasons for
retaining students were related to social and emotional
immaturity; that teachers felt children needed an extra year
of kindergarten or that children's skill levels were not up
to the class level.

These calls indicated kindergarten was

considered by those contacted to be the appropriate
placement for these children.

Some cited developmental

immaturity and the appropriatene ss of the kindergarten for
building skills in the social, emotional and academic
development of the children.

All had had conferences with

parents prior to this decision and for those children
eligible to reenroll a concensus had been reached between
school personnel and parents regarding kindergarten
retention.

The potential long term benefits to the child

was considered the most important reason for retaining
students.
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Questio n 8
This questio n request ed the total numbers of applica nts
for kinderg arten and first grade receive d between January 1
and Septemb er 1, 1982 for the 1982-83 school year.
reflect s the range and mean of applica tions.

Table 9

The number of

spaces availab le in kinderg arten and first grade for all
five geograp hical regions are listed in Table 5.
Table 9
Numbers of Applica nts for Kinderg arten and First Grade

Region

N

Kinderg arten
Range
Mean

First Grade
Range
Mean

New England

18

3- 75

30.6

3- 42

19.0

Mid Atlanti c

46

3-117

38.9

3- 78

20.3

South

25

6-164

73.3

3-100

31.5

Mid Contine nt

16

7-177

37.8

3- 67

19.0

Far west

14

14-175

89.0

3- 81

32.1

A compari son with Table 5 illustr ates that the mean
number of kinderg arten applica nts was greater than the mean
number of spaces availab le.

The mean number of first grade

applica nts was still greater than the number of spaces
availab le because the first grades were filled from the
school' s kinderg arten(s ).

A compari son with Table 8

indicat es the substa ntially higher proport ion of applica nts
for the very few spaces availab le at the first grade level
for the subsequ ent (1983-8 4) school year.

The informa tion
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requeste d on this question asked for a response which
included all applican ts and reflecte d no selectio n process.
The largest numbers of applica nts were in the Far West, the
next greatest numbers in the South for both kinderga rten and
first grade; the least numbers occurred in the New England
and Mid Continen t areas.
Question 9
This question was concerne d with the numbers placed on
waiting lists after the selectio n process.

Table 10

reflects the response s to this question .
Table 10
Schools Reportin g waiting Lists
Kinderga rten
Region

N

New England

First Grade

%

* Listed

10

56%

4-20

12

Mid Atlantic

26a

57%

south

21

Mid Continen t
Far West

N

%

9

50%

4-24

10.3

2-63

10.8 24

52%

1-24

6.9

89%

2-77

17

20

80%

2-31

13.6

11

69%

1-54

18.8

9

56%

1-48

15.3

10

71%

5-45

15

9

64%

3-22

9.3

M

Listed

M

ainclude s 2 schools fully enrolled for 1983-84 school
year which were acceptin g no applican ts at the time of
the survey.
Table 10 indicate s 66% of all kinderga rtens had
establish ed a waiting list for the school year 1983-84.
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waiting list for first grade had been establishe d by 60% of
the schools for the subsequent 1983-84 school year.

This

survey data was collected in early April, 1983 when many
schools were involved in interviewi ng applicants for the
coming school year.

At that time, there were no standard

reply dates for admissions and reenrollme nts in these
independen t schools and parents were able to make multiple
applicatio ns to schools in confidence (NAIS, 1983).

The

sizes of the waiting lists for these schools might be
accounted for by expectatio ns of attrition over the
summer. A waiting list does ensure that candidates would be
available to fill unforeseen fall openings.
Question 10
The responses to this question indicated the amount of
the applicatio n fee.

Results are shown in Table 11.
Table 11
Applicatio n Fee

Region

N

Amount

Mean

New England

16

$10-30

$22.7

Mid Atlantic

46

$0-300 (4=0)

32.2

South

25

$10-85

41.7

Mid Continent

16

$0-285 (1=0)

68.0

Far west

14

$25-50

32.3
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Those schools with no applica tion fee are entered as
data and compute d with other applica tion fees.

They are

indicat ed by{=) in the Mid Contine nt and South areas.

The

Mid Contine nt and Mid Atlanti c areas reporte d both the
highest and lowest applica tion fees.

In some instanc es

these fees were determi ned to discour age multip le
applica tions and last minute attritio n {NAIS 1983).

It is

interes ting to note the Mid Contine nt areas had the highest
mean fee, $68 but also the highes t mean loss of studen ts in
both kinderg arten and first grade.
Questio n 11
Questio n 11 asked if a separat e testing fee is charged
for tests given.

Table 12 indicat es the number of schools

chargin g such fees and the range and mean amounts .
Table 12
Testing Fees
Kinderg arten
Region

% of Total

N

First Grade

Range

Mean

Range

Mean

New England

Mid Atlanti c

12

26%

$20-60

South

7

28%

10-85

41.6

10-85

41.6

Mid Contine nt

4

25%

15-35

26.2

20-35

27. 6

Far West

1

6%

50

$43

50

$20-60

$43

50
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Of the 119 schools surveyed 21.6% of the total
reported a separate school testing fee.

Thirteen additional

schools in the Mid Atlantic region belong to a testing and
result reporting admissions association.

This association

used Educational Records Bureau testing, which charged all
applicants a $60 fee for the 1982-83 school year.

These

amounts were not reported in the data in Table 12 because
they were not fees paid to the individual schools like the
other testing fees reported in Table 12.
Question 12
This question was a seven part multiple choice question
regarding procedures of importance in the admissions
process. Respondents were asked to indicate which procedures
were of interest to them in the admissions process and a
ranking of items was determined from these responses.
Results are reported in Tables 13 through 19.
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Table 13
"Yes" Response s to Parent Only Interview s
Region
Question 12a

N

NE

MA

so

MC

FW

Do you interview
parents only

33

4

21

2

5

1

Reasons for
applying

29

4

18

1

5

1

Represen tative of
parents here

20

3

13

1

3

Appraisa l of
child's abilitie s

18

4

10

1

3

Educatio n of
parents

13

9

1

2

Able to afford
school

10

Reaction to child
separatio n

10

1

8

1

8

2

1

Of the 119 schools which responde d, 28.9% of the
schools interview ed parents only as indicate d in Table 13.
In order of importan ce 87.8% of those 33 respondin g schools
were intereste d in the parent's reasons for applying to the
school; 60.6% consider ed whether the parents seemed
represen tative of the parents currentl y at the school; 54.5%
were intereste d in the accuracy of the parent's appraisa l of
their own child's abilitie s; 39.3% expresse d interest in the
level of the parent's educatio n and 30.3% indicated that
parents' ability to pay the tuition was importan t.

Ten or
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30.3% also observed and attached importan ce to the parent-

child reaction to separatio n.

One school reported trying to

ascertai n whether the school's program and philosop hy fit
the parents' goals for the child.
Table 14
"Yes" Response s to Child Interview Without Parents
Region
Question 12b

N

NE

MA

so

FW

MC

Child interview ed
alone

92

14

39

16

11

12

Behavior in
interview s

91

14

38

16

11

12

Follows directio ns 90

14

37

16

11

12

Small muscle
control

86

13

34

16

11

12

Organize d/
expresse d thoughts 85

12

34

16

11

12

Child reaction
to separatio n

83

12

35

15

11

10

Creativi ty

78

11

33

14

10

10

Prereadin g
achievem ent

71

12

26

14

8

11

Prearithm etic
achievem ent

71

12

25

15

8

11

Of the 119 schools respondi ng, 77% of all schools
interview ed children alone without parents present.

Table

14 ranks the characte ristics in order of importan ce to the
interview er.

The child's behavior in the interview was
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ranked most important in 98.9% of schools which interviewed
children alone.

Following directions was ranked second in

importance by 97.8%; 93.4% felt small muscle control was
next most important, with organization and expression of
thoughts rated fourth according to 92% of those responding.
The child's reaction to the parent separation received 90.2%
of the total responses.

Least important to 60% of the

schools were prearithmetic and prereading achievement; other
attributes noted but not included in the table were
attention span, auditory and visual development, attitude,
confidence, initiative, developmental maturity, flexibility,
amount of television observed and language level.

All

schools ranked prereading and prearithmetic skills at fifth
place or lower on this eight part question.

This indicated

that the behavioral qualities and developmental maturity of
applicants assumed a greater importance in an interview than
did skill or task mastery.
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Table 15
"Yes" Responses to Joint Parent Child Interview
Region
Question 12c

N

NE

MA

so

MC

FW

Parent/child
interviews

41

6

19

7

6

3

Relationship
parent/child

37

5

18

5

6

3

Behavior of child

36

4

18

5

6

3

Parents cue child

34

4

15

6

6

3

Level of
child's speech

34

3

16

6

6

3

Rely on parents
for answers

33

4

14

6

6

3

As shown in Table 15, 34.4% of all schools interviewed
parents and child together.

In order of importance, 90.2%

of the responses indicated the relationship between parent
and child was of primary importance to them; 87.8% of those
responding attached importance to the behavior of the child
in the presence of parents.

Whether parents cued the child

and the level of the child's speech ranked third according
to 82.9% of those answering this item.

The last rated item

was whether children relied on parents to provide answers
and this was noted by 80.4% of the schools. Other facets of
the parent/child interview noted by schools were attention
span, hyperactivity, independence from parents, and parents'
goals for the child.

Each of these attributes was noted by
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only one school and these data are not reflecte d in Table
15.
Table 16
"Yes" Response s to Observat ion of Child with Peer Group
Region
Question 12d

N

NE

MA

so

MC

FW

Child observed in
peer group

86

16

31

18

12

9

Particip ates in
activity

84

15

31

17

12

8

Interest in
activity

83

15

31

17

12

8

Motor control

78

14

29

17

10

8

Fearful of group

76

14

28

16

11

7

Dominate s group

75

12

28

16

11

8

Refuses to leave
adults

74

13

26

17

12

6

The child applican t was observed in a peer group in
74.7% of the 119 schools as shown in Table 16.

The child's

particip ation in group activiti es was of primary importan ce
to 97.6% of admissio ns officers .

In order of importan ce

96.5% observed the child's interest in activity in the peer
group, while 90.6% observed the level of developm ent of the
child's motoric control. An indicatio n of the child's fear
of the group was of interest to 88.3% of schools, and the
child's attempt to dominate the group was observed by 87.2%
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of the total response s.

Whether the child refused to leave

the adults was noted by 86% of those observin g the child.
Observat ion of the child in a peer group elicited the
greatest number of addition al items of all parts of the
multipa rt question

12.

Each addition al observat ion was

mentione d by only one school so the results were not
included in the data analysis .

The items added as points

of observat ion were level of sharing, concentr ation,
creativi ty, social and emotiona l maturity , original ity,
listenin g skills, peer interact ions, group interact ion,
teacher child interact ion, social adaptati on, cooperat ion,
and verbal interact ion.
Table 17
"Yes" Response s to Testing Child
Region
Question 12e
Do you test child

N

NE

MA

so

MC

FW

88

10

30

22

13

13

Follows directio ns 85

9

29

22

13

12

Ability level

79

6

28

21

12

12

Applicat ion of
knowledg e

78

7

25

22

12

12

Reaction to
testing

78

7

28

19

12

12

Frustrat ion level

75

7

26

20

12

10

Logical answers

73

9

22

20

11

11

Scores

67

6

21

19

10

11
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Table 17 records the responses to the question which
asked if the school tested the child.· A total of 75% of all
119 schools did test applicants.

The most important

function of the testing according to 96.5% of those
responding positively was to determine whether the child
followed directions.

Second most important according to

89.7% was the ability level of the child as determined by
testing; this was followed by 88.6% interest in the child's
application of knowledge.

The child's reaction to the test

situation was important to 88.6% of those who tested, while
the frustration level was of interest to 85.2%.

Logical

answers, whether correct or not, were cited by 82.9% of
those responding, while the actual test scores were of
interest to 76.1% of the admissions personnel.

In the other

or additional comments category, three schools stated
developmental maturity was of importance to them, while one
was concerned with whether or not the child asked questions,
and one observed the child's level of fine motor control.
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Table 18
"Yes" Responses to Personal Recommendations
Region
Question 12f

N

NE

MA

so

MC

FW

Do you request
recommendations

53

8

19

10

7

9

For information
about child

45

8

16

8

6

7

Preference from
school parents

32

4

14

8

4

2

Information
about parents

19

5

6

3

3

2

8

1

3

2

2

Telephone contact

Table 18 displays the responses to the question "Do you
request personal recommendations?"

Of the 119 schools

surveyed, 45.2% did request personal recommendations for
applicants.

Of these, 84.9% of the 53 schools reporting

requested information about the child, while 35.8% requested
information about the parents.

Preference was given to

recommendations from current or past school parents by 60.3%
of the schools.

Contact by telephone was made to only 15%

of the personal references.

Two schools additionally

requested information and recommendations from the previous
preschool, and one contacted these references only as a
courtesy to parents who were applying to the school.
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Table 19
"Yes" Responses to Informatio n Requests from Prior Schools
Region
Question 12g

N

NE

MA

so

FW

MC

Contact previous
school

99

17

43

15

12

12

About behavior

97

16

42

15

12

12

About ability
level

95

16

41

15

12

11

Written contact

91

16

41

12

11

11

Relations with
family

66

11

31

7

11

6

Academic level
in school

55

7

25

10

6

7

Telephone contact

36

3

17

7

5

4

Table 19 indicated the importance that admissions
persons attach to informatio n from previous schools.

A

total of 99 of 119 schools, or 85.3% of all schools made
contact with applicant' s previous school.

Of these, 97.9%

were concerned with the behavior of the child in the
previous school situation, while 95.9% expressed interest in
the ability level of the child. Written contact was made by
91.9% of responding and telephone contact was made by 36.3%
of those responding .

This duplicatio n of effort reflects

that some schools made both written and telephone contact;
however, written contact was preferred by a substantia l
majority.

The previous school's relationsh ip with the
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family was of interest to 66.6% of the schools and 55.5%
were concerned with the academic level of the previous
school compared to their own school.

One additional

citation not listed in Table 19 was to see if the family
left the previous school while owing money.

Two other

schools stated they felt preschool contact and evaluation s
were important in their admissions procedures .

This data is

not reported in the table.
Question 13
This question requests that qualities sought in
applicants be ranked in order from one to ten, with one
being most important and ten being least important.

This

question was submitted to all 119 independen t schools in the
sample and it was also submitted to seventeen professors at
schools of education in United States universiti es.

The

responses from the independen t schools totalled 112 or 94.1%
of the total schools; the responses from university
personnel totalled 11 of 17 or 64.7%.

The results are shown

in Table 20.
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Table 20

Ranking of Qualities Sought in Applicants
All

Qualities

(N=ll2)

Region
NE

MA

so

MC

Univ.

FW

Prereading
achievement

7

9

5

6

6

1

1

Prearithmetic
achievement

9

10

8

9

7

6

8

Parent child
relationships

10

4

10

10

9

10

9

Peer
relationships

2

2

2

7

2

3

5

Organization/
express of thoughts

3

8

3

2

5

2

3

Vocabulary

4

5

4

3

10

7

2

Maturity of
speech

6

7

6

5

8

5

4

Creativity

8

6

9

8

4

9

10

Temperament

5

3

7

4

3

8

7

Behavior

1

1

1

1

1

4

6

In all areas except the Far west, the quality ranked
highest by admissions officers in applicants is behavior.
This is ranked sixth by university professors.

Paige and

Keith (1982) in response to the Coleman Report (Coleman,
Hoffer & Kilgore, 1981) indicated the private schools
accomplished more because they selected students who were
not discipline problems.

The kindergarten research results

indicated such a hypothesis was valid for this sample and
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that student selectio n was heavily weighted in favor of
those who do not exhibit behavior problems .

First ranked by

universi ty professo rs is achievem ent in prereadi ng (also
ranked first in the West).
schools.

This was ranked ninth by all

A further comparis on with Question 12 revealed 98%

of 99 schools which requeste d informat ion from previous
schools asked for a report on the behavio r of the child; 99%
of all response s to Question 12b were concerne d with the
behavior of the child in the interview .
The second highest school ranked quality (except for
the South, ranked seven, and the Far west, ranked third) was
peer relation ships.

This was ranked fifth by universi ty

professo rs, who rated vocabula ry as the second most
importan t quality in a kinderga rten applican t.

Seventy five

percent of all independ ent schools observed an applican t in
a peer group accordin g to Question 12d (Table 16), and of
this group, 96% noted whether the applican t was intereste d
in, and particip ated in the peer group activiti es.
If one were to categori ze the two qualitie s ranked
highest by both school personne l and universi ty personne l it
is obvious that independ ent schools persons evaluate d
candidat es in terms of social and emotiona l developm ent and
that universi ty personne l rated cognitiv e skills levels
higher than did educator s in the field.

Both groups rated

organiza tion and expressi on of thoughts third.

This is the

only instance of exact agreemen t.
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The Mid Atlantic, south and Far West all ranked
parent/child relationships last in importance; the Mid
Continent and university professors ranked this quality
ninth or next to last, and the New Eng land area ranked it
fourth.

Question 12c (Table 15) revealed more information

about this quality; only 32% of all schools noted this
relationship in interviews.

Parent child relationship,

creativity and prearithmetic achievement were all three
rated least important to both independent school and
university personnel, although the actual rankings of 8, 9,
and 10 were not identical for both groups.
Question 14
This question asked if an IQ score was used when
considering applicants for admission, and if so, what the
minimum acceptable score was.

Of the 119 schools queried,

24.3% did consider an IQ score and the mean minimum score
for all five regions was 112.

The New England region had no

schools reporting the use of IQ scores.

The Mid Atlantic

area reported eight or 17.3% of the schools used IQ scores
routinely, with one school utilizing this kind of te~ting
only occasionally.

Twelve schools in the South used IQ

scores as a consideration for admission.

This use by 48% of

the regional group of schools was the highest use of the IQ
score reported in this research.

Five schools in the Mid

Continent area or 31.2% and three schools or 21.4% in the
Far west routinely included IQ scores in their evaluations
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of candidates.

The range of scores acceptable for all

schools was between 100 and 125 or more, with the mean
calculated for all 29 schools at 112.
Question 15.

This question asked if parents were

present during the observation, interview or testing of the
child.

A total of eight schools indicated this would be

acceptable in all three areas of evaluation if necessary,
but their preference was for parents to retire from the
situation if possible.

Table 21 reflected the answers given

to this question by schools which usually included parents.
Table 21
Parents Presence During Admissions Procedures
Region
Admissions
Procedures

N

NE

MA

so

MC

FW

Observation
of child

9

1

4

1

2

1

25

3

11

5

3

3

6

1

1

2

1

1

Interview
of child
Testing of
child

Table 21 indicated 9 or 7.8% of all schools routinely
included parents in the observation of the child for
admissions purposes, while 21.7% of all schools allowed
parents to participat~ in the interview process. Six or 5.2%
of all schools did not exclude parents from the testing
portion of the school admissions process. These figures
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indicated that while parents were not discourage d from being
present at the admissions evaluation , the numbers who were
routinely included were small enough to indicate the
presence of parents was not the norm for a significan t
majority of the independen t schools surveyed.
Question 16
This question requested the years of experience of the
admissions personnel involved in the admissions process.
The responses are presented in Table 22.
Table 22
Mean Years of Admissions Experience
Region
Position

N

Range

Director

93

Admissions
Teachers
Othera

MA

SO

MC

12.3'

9.6

9.7

7.9

8.5

8.8

4.6

8.7

7.6

10.8

9.5

1-45

8.3

9.5

8.4

7.9

8.2

6.9

1-25

9.2

0

8.2

M

NE

1-35

9.2

85

1-33

202
10

14.5

aincludes 4 Education Specialist s, 2 Division
Directors, 2 Admission Secretarie s.
Table 22 indicates that 93 School Directors and 10
others (Education Specialist s) have been involved in
admissions for a mean of 9.2 years.

This was the highest

mean experience level for combined areas.

In the five

regions the most experience d School Directors were in New
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England, which reported a mean of 12.3 years in admissions
experience; the least experienced School Directors were in
the Mid Continent region and their mean reflected 7.9 years
experience in admissions.

The Mid Continent area Admissions

Directors reported the highest mean of 10.8 years
experience, while the New England area reported the least
experience for Admissions Directors, with a mean of 4.6
years.

These two areas reflected the highest and lowest

means for school directors and

admissions directors.

The

total mean years of experience for 85 Admissions Directors
was 8.8 years.

There were 202 teachers involved in

admissions in the 119 schools surveyed.

Their mean number

of years of experience was 8.3, with the most experienced
(M=9.5) in the New England area and the least experienced
(M= 6.9) in the Far West.

The most experienced personnel

involved in admissions were categorized as other.

These

four Education Specialists in the Mid Atlantic area had a
mean of 14.5. years of experience in admissions.
Question 17
This question requested information about the type of
training acquired

by

admissions personnel.

Table 23

presents this data.
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Table 23
Numbers of Participants and Types of Training
Region

Types of
Training

N

%

NE

MA

so

MC

FW

Academic
courses

76

63.8

9

30

16

12

9

Workshops/
NAIS

58

48.7

14

17

8

11

8

Workshops/
othera

56

47.0

4

24

13

6

9

Administration

71

59.6

13

27

15

12

4

56

47.0

5

25

12

7

7

aOther workshops included 17 Gesell Institute, 27 state
Independent School Association, 6 educational, 6 reading
workshops.
bown training was reported as teaching experience,
observing other admissions personnel, reading,
assistance from other schools.
The majority, 63.8% of admissions persons have been
students in academic courses such as child development,
testing and measurement and child psychology. The next most
prevalent category of training was the training the school
administration gives its personnel.

A total of 59.6% of

those responding received training this way.
were attended by 48% of admissions persons.

NAIS workshops
Forty seven
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percent attended other types of workshops and the same
number, 47% devised their own training.

Many persons

participated in more than one type of training, so the
percentages do not total 100%.

No school reported not

participating in some form of training.
Question 18
This question asked for the numbers of persons who had
attended two or more admissions related presentations since
January 1, 1981.

The data are presented in Table 24.
Table 24

Attendance at Two or More Admissions Presentations
Since January 1, 1981
Numbers by Region
Region
Types of
Training

N

School
Director

55

Admissions
Teachers

NE

MA

so

MC

FW

59 .1

8

15

11

11

10

68

80.0

15

26

12

9

6

46

22.8

6

19

8

9

8

6

60.0

1

1

2

2

%

aLanguage consultants, reading teachers, learning
specialists.
Table 24 results reflected attendance at admissions
inservice sessions within the 28 month period prior to the
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researc h study.

Between January 1, 1981 and April, 1983,

80% of the admissi ons personn el attende d two or more
admissi ons present ations, and 59.1% of the school directo rs
had also attende d two or more presen tations .

Teacher s

respons es indicat ed fewer numbers had attende d inservi ce
present ation.

Of the 202 teacher s involve d in admissi ons

(Table 22) 22.8% of the total had receive d inservi ce
trainin g during this 28 month period, while 60% of others
indicat ed their attenda nce.
Questio n· 19
Questio n 19 indicat es the amount of time spent with
applica nts in an admissi ons process .

Informa tion was

reques ted as to the number of minute s spent by school
directo rs, admissi ons personn el, teacher s and others in
observi ng, intervie wing and testing kinderg arten applica nts.
Table 25 reflect s these respons es in mean number of minutes .
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Table 25
Number of Minutes Spent with Kindergart en Applicants

Title

Observatio n
Range
Mean

Interview
Range
Mean

Testing
Range
Mean

School
Director

5-150

30.24

5- 90

23.0

10- 90

30.00

Admissions
Directors

5-180

31.22

5- 90

26.5

10- 60

30.36

Classroom
Teachers

5-480

65.00

10-180

40.0

10-150

42.90

Othera

15-60

28.00

20- 40

30.0

15- 90

33.00

aPsycholo gists, educationa l specialist s, division
heads.
Table 25 indicates directors and admissions persons
each spent 30 to 31 minutes observing and testing applicants
and 23 and 26 minutes in interviews .

Teachers spent 65

minutes observing, 43 minutes testing and 40 minutes
interviewi ng applicants .

The greater mean amounts of time

spent by teachers may reflect the value of their evaluation s
to the schools, particular ly since teachers were included in
78% of the admissions decisions as reported in Table 26.
Question 20
This question requested the title(s) of person(s) who
made the decision to admit candidate s to a school after the
admissions procedures had been completed.

Data was recorded

for all combinatio ns of personnel according to geographic al

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

157

area.

Response s were received for 118 of 119 schools

surveyed .

One school in New England did not respond and

percenta ges were calculat ed on 118 of the response s.

Data

are presented in Table 26.
Table 26
Respons ibility for Admissio ns Decision s
Numbers by Region
Personne l

N

%

Director
only

9

7.6

Admissio ns
only

2

1.6

Teachers
only

2

1.6

1

Director &
admissio ns

15

12.7

10

3

2

Director
teachers

25

21.7

1

9

6

1

8

5

4.2

3

2

60

50.8

12

22

11

12

3

118

99.6%

17

46

25

16

14

MA

so

MC

FW

1

2

4

1

1

1

1
1

&

Admissio ns
& teachers
Director ,
admissio ns,
teachers
Total N
Schools

NE

The majority of schools, 50.8% utilized a committe e
composed of director s, admissio ns persons and teachers to
make decision s about candidat es.

This was the norm in all

areas except the Far west where 57% of these decision s are
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made by directors and teachers in combination.

The director

teacher combination was utilized by 21.7% of all schools,
with the director admissions person combination employed by
12.7% of the total schools.

In 7.6% of all schools the

director had sole responsibility for the admissions
decision, and in 1.6% of the schools either the admissions
person or the teachers made.the decision to admit
applicants.

Responses indicated teachers were involved in

admissions decisions in 92 schools, reflecting 78% of all
admissions decisions made in the 118 independent schools
which responded to this question.
Question 21
This question requested the names of published tests
used in evaluating the abilities of kindergarten applicants
to independent schools.

The 112 respondents to this

question reported 35 different tests being used as part of
the admissions evaluation.

Tests used by two or more

schools are reported in Table 27.

The remaining 22 tests

were each cited one time by a sing le school and were
included in the category "other" tests.

While some schools

reported using parts of tests and other reported occasional
use of published tests, neither of these categories was
included nor analyzed in Table 27.

Subtests or portions of

standardized tests should not be used according to Anastasi
(1983) and Wechsler (1967, 1974).

More accurate information

will be acquired by using a complete, more appropriate test.
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Table 27
Number of Schools and Published Tests used
Region

% of
Test Name

N

Draw-A-Person

35

31

WPPSI/WISC-R

29

26

Gesell

20

18

Metropolitan
Readiness

13

Stanford Binet
(Form L-M)

NE

MA

so

MC

FW

10

12

7

3

4

15

9

2

3

2

9

5

3

1

12

1

3

6

3

10

9

2

4

2

1

Slosson
Intelligence

9

8

3

3

3

Missouri KIDS

6

5

4

Beery V .M. I.

5

4

Boehm

5

4

Brigance

3

3

McCarthy Scales

3

3

SEARCH

2

2

Other

!

Tests Used

N Schools

Schools

2

1

2

1

1

3

1

4

1

1

2

1

2

21

1

7

8

1

4

169

19

61

50

25

15

92

13

34

22

13

10

The Draw-A-Person test (Goodenough

&

Harris, 1963) is

used by 35 of 92 schools, or 31% of those schools.

It was

most used in the New England, Mid Continent and Far west
regions, but was second in use in the Mid Atlantic and
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South.

The next most utilized measures were the WPPSI

(Wechsler, 1967) and WISC-R (Wechsler, 1974).

These were

used by 26% of schools in all areas except the Mid Atlantic
and South where these tests were the most often selected for
use.

The Gesell tests (Ilg, Ames, Haines

&

Gillespie, 1980)

were third in use, except in the South where they were
fourth.

Responses indicated 18% of the 92 schools selected

this test.

The total of 92 schools used 169 published

tests, a mean of 1.89 tests for each school.

The Southern

area utilized the greatest numbers of published tests: 22
schools reported using 50 tests.

Most revealing about Table

27 was the large number of schools using the Wechsler
measures and the Gesell tests as these are individual tests
requiring trained examiners.

This use would indicate a

training commitment on the part of the school and staff, or
extensive use of trained examiners as support personnel in
the admissions process.

Of the 119 schools surveyed, 23%

did not use published tests in the evaluation of
kindergarten applicants.
Questions 22
This question asked schools to indicate whether they
had designed their own tests.

If they had designed tests

for use in admissions they were asked to submit a copy to be
anonymously included in Appendix E.

These fascimiles will

be available to schools wishing to adapt them to their own
use.

Sixty-seven or 56% of the 119 schools responded that
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they had designed their own tests, and 19 or 27% gave
permission to reproduce their self designed measures.
Thirteen schools, 19% of the total of 67 schools, in New
England designed their own measures, 24 or 36% of those
which responded from the Mid Atlantic region used self
designed tests.

This one area reported the greatest use of

school designed tests.

The South reported 10 or 15% of

those replying employed self designed tests, and the Mid
Continent area indicated 12 or 18% of respondents had
designed tests for use in admission.

The Far West reported

the fewest number of schoo 1 designed tests: only 8 or 12% of•
the schools reported they had designed tests.

An evaluation

of individual self designed tests from areas throughout the
United States revealed a uniformity in items, despite
differences in length of tests.

Typically these tests

included requests to name colors, write name(s), count
aloud, count objects, copy shapes, draw a person or self,
follow simple directions, name shapes, numbers, letters,
identify consonant and short vowel sounds, discriminate
between sizes and shapes, complete a design according to a
model, discriminate between simple sounds, build block
designs to a pattern, repeat digits, discuss family,
pictures and to arrange pictures in sequence among other
tasks.
These types of criterion referenced tests seek to test
the child's basic skills, without comparing his performance
to a normed group.

Construction of such tests involves the
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identifica tion of tasks which are determined to be
important.

The tasks then are broken down into small units

which can be identified in terms of the individua l's
performanc e.

These are phrased as instructio nal objectives ,

and items are then written or composed to sample the
objectives .

Analyzing these test items will usually

indicate to those involved in test design how difficult the
items are, and how well the item discrimina tes between high
and low ranking students (Anastasi, 1982).

Katz (1961)

described a simplified item analysis which teachers can
complete in a short time.

Anastasi (1982) stated:

The very choice of content or skills to be measured is
influenced by the examiner's knowledge of what can be
expected from human organisms at a particular
developme ntal or instructio nal stage.

Such a choice

presuppose s informatio n about what other persons have
done in similar situations (p. 98).
Tables 22 and 23 reflect responses which indicated the
years of experience (M 8.3-9.2 years) and the levels of
training of admissions persons.

The uniformity of the

schools' self designed tests revealed a similarity of
opinion about appropiate cognitive skills levels for
kindergart en admissions . which may reflect a similarity of
experience s of admissions persons.
Question 23
This question asked respondent s to evaluate their level
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of satisfactio n with their current admissions practices and
policies.

The four response choices offered were (a} our

current policies/p ractices fully meet our objectives ,

(b}

our current policies/p ractices are satisfacto ry but could be
improved,

(c} we are not satisfied with current

policies/p ractices,

(d} we have no standard procedures .

the 119 schools responding , 54 or 45%

Of

were fully satisfied

and 65 or 55% were satisfied but felt improvemen t was
desirable.
schools.

No other categories were selected by any
Table 28 shows the responses by area.
Table 28

Level of Satisfactio n with Procedures by Region
Region
Satisfacti on

N

%

NE

%

MA

%

so

%

MC

%

FW

%

Satisfied

54

45

6

33

21

46

12

48

9

56

8

57

Could be
improved

65

55

12

67

25

54

13

52

7

44

6

43

Table 28 indicates the least satisfied area was the New
England area where 12 or 67% indicated they could be
improved.

In the Mid Atlantic region, 25 or 54% felt they

could be improved, and in the South 13 or 52% felt they
could be improved.

In the Mid Continent, 9 or 56% and in

the Far west 8 or 57% were fully satisfied .

Schools in

these two areas responded they were more satisfied than the
other three areas surveyed.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

164
Question 24
Question 24 asked responde nts to indicate the kinds of
inservic e training they would like to have to help them in
admissio ns evaluati ons. A three item multiple choice and
fourth open ended item were provided for responde nts.

Table

29 illustra tes response s by region.
Table 29
Admissio ns Evaluatio n Aids
Numbers by Region
Type of Help

N

%

NE

%

MA

%

SO

%

MC

%

FW

%

workshop s

41

26

4

3

21

13

6

4

6

4

4

3

Publicat ions

60

38

10

6

22

14

9

6

10

6

9

6

Lists of tests
availabl e
43

27

6

4

13

8

9

6

8

5

7

4

Othera

10

3

2

2

1

3

2

4

3

4

3

16

aMore time with applican ts, developm ental evaluati on
lists, short oral test, developm ental checklis t,
learning disabili ty screen, regular admissio ns
meetings , 3 to 4 year old motor skills test.
Of the three types of admissio ns aids proposed ,
publicat ions were desired by 38% of the responde nts,

lists

of availabl e tests were importan t to 27% of the
responde nts, and more workshop s were selected by 26% of the
schools respondi ng.

The higher percenta ges of interest in

written material s may indicate a desire to have material s
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available in a format which is convenient to review.

This

research did not ascertain how useful workshops were to
respondents; the lower rate of interest as shown in Table 29
may indicate that while workshops were generally attended
(Table 23), perhaps specific concerns were not being
addressed; additionally, attendance at workshops requires a
commitment which some may be unable to assume.

This

statistical analysis did not reveal the rationale underlying
responses and the above reflect surmisal on the part of the
researcher.
Question 25
This open ended question requested information about
the specific changes schools would like to make to improve
the admissions process.

Thirty-eight, 32% of the 119

schools surveyed desired changes in procedures.

These

responses ranged from nine or 24% who desired more time to
one, 3%, who wanted the administration to remove themselves
from the process, and one, 3%, who wanted to improve its own
preschool.

Seven or 18% wanted an observational checklist,

three or 8% were in need of a parent observation checklist.
Six or 16% wished to add or change their tests and testing
procedures and one, 3%, was interested in a regional or
local common acceptance date.

One, 3%, was changing to

Gesell testing (Ilg, et al), one, 3%, thought a one day
regional meeting would be helpful.

One school, 3%, wanted

more scholarship money to encourage more minority
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applicants.

One, 3%, wanted monetary compensation for

Saturday work and one, 3%, wanted the school tours limited
in time and wanted children tested in larger groups.

If one

were to combine these desired changes into broad categories,
the profile of changes would indicate that

(a) 15 schools

or 40% indicated they needed more time than available in
order to process candidates more objectively and,(b) 10
schools or 26% wanted an observational checklist of some
type, (c) 7 or 18% anticipated or desired some kind of
change in the testing situation.

Two, 5% expressed an

interest in more communication among schools in their
locales, and four or 10% of those responding appeared to
have concerns about the level of support from their own
administration.
Examination of the Hypotheses
The design of this study produced six objectives and 11
hypotheses regarding procedures, personnel, satisfaction
levels, retention rates and selection ratios related to
independent school kindergarten admissions procedures.

Ten

of the 11 hypotheses and all explorations of the
relationships of other variables were tested by the chisquare procedure at the .05 level of significance.

An

hypothesis which compared the rankings of two independent
groups was analyzed by the Friedman nonparametric test also
at the .05 level of significance (Siegel, 1956).

The number

of subjects was 119.
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Hypothesis 1.1
There will be no significant difference in student
reenrollment between schools which have specific procedures
for evaluating candidates and schools which do not have
specific procedures for evaluating candidates.
The total number of subjects responding to this item
was 119.

All 119 schools reported specific procedures,

therefore the null hypothesis was accepted.
Hypothesis 1.2
There will no significant difference in satisfaction
levels of the admissions process between schools which have
specific procedures for evaluation candidates and schools
which do not have specific procedures for evaluating
candidates.
The total number of subjects responding to this item
was 119.

All 119 schools reported specific procedures;

the null hypothesis was accepted.
Hypothesis 1.3
There will no significant difference in the specificity
of procedures of evaluation between schools which have a
large selection pool and schools which have a small
selection pool of applicants.
The total number of subjects responding to this item
was 119.

All 119 schools reported specific procedures.

The null hypothesis of no difference for Hypothesis
1.3 was accepted for this hypothesis.
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Hypothesis 2.1
There will be no significant difference in student
reenrollment between schools with trained personnel and
schools with untrained personnel. Training in this research
was defined at ten hours of inservice which could be met by
three units individually or in combination such as course
work, workshops, or school inservice.

The chi-square of

1.09 was not significant for 4 df at E.·

< .05;

therefore the

null hypothesis of no difference was retained {Appendix F).
Hypothesis 2.2
There will no significant difference in student
reenrollment between schools with experienced personnel and
schools with inexperienced personnel.

Experience in this

research was defined as more than two years in an admissions
capacity.

The calculated chi-square of 7.26 was not

significant for 4 df at E.·

<

.05;

therefore the null

hypothesis of no difference was retained {Appendix F).
Hypothesis 2.3
There will be no significant difference in satisfaction
with procedures between schools with trained personnel and
schools with untrained personnel.

A choice of four levels

of satisfaction was provided on Question 23 of the
questionnaire : (a) our current policies/prac tices fully meet
our objectives, {b) our current policies/prac tices are
satisfactory but could be improved,

{c) we are not satisfied

with our current policies/prac tices,

{d) we have no standard
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procedures .

All schools responding (N=ll9) indicated choice

(a) and (b) only.

These two items are designated in the

tables involving this variable as:

(a) satisfied and (b)

needs improvemen t.
The calculated chi-square of .57 was not significan t
for 2 df at£•< .05; therefore the null hypothesis of no
difference was accepted (Appendix F).
Hypothesis 2.4
There will be no significan t difference in satisfactio n
with procedures between schools with experience d personnel
and schools with inexperien ced personnel.

Experience in

this research is defined as more than two years in an
admissions capacity.
The calculated chi-square of 3.35 was not significan t
for 2 df at£·< .05; therefore the null hypothesis of no
difference was accepted (Appendix F).
Hypothesis 2.5
There will be no significan t difference in the amount
of training of personnel between schools with a higher
selection ratio and schools with a lower selection ratio.
The calculated chi-square of 1.95 was not significan t
for 4 df at£•< .05;

therefore the null hypothesis of no

difference was accepted (Appendix F).
Hypothesis 2.6
There will be no significan t difference in years of
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experience of admissions personnel between schools with a
high selection ratio and schools with a low selection ratio.
The observatio ns are reported in Table 30.
Table 30
Years of Experience by Selection Ratio
Selection Ratio

6 or less

7-10

10+

Total

1-1.50

33

15

3

51

1. 51-2. 50

11

12

8

31

2.51+

19

10

8

37

Totals

63

37

19

119

~2 = (4, ~=119) = 9.83,

E.· < .05

The chi-square value of 9.83 exceeds the table value
of 9.48 for significan ce at the .05 level.

This hypothesis

sought to explore relationsh ips between the experience
levels of admissions personnel and the selection ratio of
applicants at their school. The expected values were assumed
to be equally distribute d among all cells.

The analysis

indicated that the relationsh ip was unequal and therefore
not the result of chance.

Data analysis revealed that

schools with the least experience d admissions personnel also
had the lowest student selection ratios.

The results in

Table 30, and the study did not indicate the factors which
affected the responses.

This statistica l significan ce could

have been a result of recent administra tive changes in the
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schools which might have had a impact on both admissio ns
officers ' tenure and the selectio n ratio.

Addition ally,

less experien ced personne l might be more selectiv e in the
evaluati on of applican ts than admissio ns personne l with more
experien ce.

Some schools reported they did not maintain

waiting lists, they would have no need for a large selectio n
pool.

This research study did not research rational e

underlyi ng response s and the previous comments are surmised
by the research er.

Hypothes is 2.6 which stated that schools

with a higher selectio n ratio will not have more experien ced
personne l than schools with a lower selectio n ratio,

is,

therefor e, rejected as false.
Hypothes is 3
There will be no signific ant differen ces between
admissio ns persons rankings of importan t qualitie s for
applican ts to independ ent schools and those qualitie s
perceive d as importan t by child developm ent and educatio n
speciali sts in universi ties througho ut the United States.
The statistic al testing of this hypothes is utilized the
nonparam etric Friedman test. The Friedman test examines
whether three or more samples of data come from the same
populati on.

The data in this hypothes is was collecte d on

seven sets of subjects (five regions, one regions total, one
universi ty professo rs), and each set was ranked.

A

calculat ed value was obtained and compared to the
critical value table which gave the exact probabi lity
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associat ed with the calculat ed value (Huck, Cormeir
Bounds, 1974).

&

These probabi lities were then compared to

the .05 level of significa nce and establish ed for this
research .
data.

Table 31 presents the results of this analysis of

This table contains the rank orders for qualitie s

determin ed to be importan t in the evaluati on of candidat es
for admissio n to independ ent schools.
Table 31
Rankings of Qualitie s Sought in Applican ts
Question 12 Items

All

NE

MA

so

MC

FW

univ.

a. Prereadin g
achievem ent

7

9

5

6

6

1

1

bo Prearithm etic
achievem ent

9

10

8

9

7

6

8

c. Parent/c hild
relation ships

10

4

10

10

9

10

9

d. Peer
relation ships

2

2

2

7

2

3

5

e. Organiza tion &
expressi on of
thoughts

3

8

3

2

5

2

3

f. vocabula ry

4

5

4

3

10

7

2

g. Maturity of
speech

6

7

6

5

8

5

4

h. Creativi ty

8

6

9

8

4

9

10

i. Temperam ent

5

3

7

4

3

8

7

j. Behavior

1

1

1

1

1

4

6
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The calculated critical value of the ranks was 33.11.
The table critical value at the .05 level of significance
with 9 df was 16.92.

The null hypothesis of random

assignment was rejected; there was a significant difference
in rankings by different groups

When the categories of

university professors and all were not included in the
calculations, a calculated critical value of 23.14 was
obtained at the .05 level of significance.
reported was 16.92 for 9 df.

The table value

The null of no differences in

rankings was rejected. There was a significant difference
between rankings of qualities deemed important in
independent school applicants.

Question 13, Table 20,

discusses the differences in the independent data ratings.
Prereading achievement.

The school sample surveyed in

this research study were designated by Porter Sargent (1982)
as prepreparatory .

The university professors were asked to

rank the ten qualities perceived as important to a reading
based kindergarten program.

The schools group and the

university professors were both asked to evaluate qualities
of importance in applicants to academically oriented
kindergartens .

Of the five school groups surveyed only one

was in agreement

(Far West, !=14) with university

professors that prereading achievement was of primary
importance in a prepreparator y kindergarten.

The other four

school groups unanimously selected behavior as the most
important criterion for admission to their academically
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oriented kindergartens .

The rankings on prereading

achievement by these four school regions were clustered
around five, six and seven on the scale of ten.
Prearithmetic achievement.

All school groups, and the

university professors rank this quality relative low, 7-10.
Parent child relationships .

All groups ranked this

quality as ninth or tenth, except for the New England area
which rated it fourth on a ten rank scale.
Peer relationships .

This quality was ranked second or

third by all schools except the South where it ranked
Seventh in importance.

University professors placed this in

the middle rank, at five.
Organization and expression of thoughts.

Rankings here

were two or three except for the New Eng land area which
rated this quality eighth, and the Mid Continent area which
rated it fifth.
Vocabulary.

Vocabulary was rated third to seventh by

all school areas except the Mid Continent where it ranked
last on a ten rank scale.

University professors ranked this

second in importance to prereading achievement in the
evaluation of qualities desirable in kindergarten
applicants.
Maturity of speech.

Rankings here fell between four

and eight for all groups indicating less perceived
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importa nce to this aspect of child develop ment.
Creativ ity.

The creativ e abiliti es of the kinderg arten

applica nt ranked eight, ninth and tenth for all areas except
the Mid Contine nt which placed creativ ity fourth and the New
England area which ranked this quality sixth.
Tempera ment.

Univer sity profess ors and two school

areas, Mid Atlanti c and Far west, ranked this quality
seventh or eighth, however the New England , south and Mid
Contine nt area ranked this third or fourth.

The overal l

ranking for all schools was fifth.
Behavi or.

This ranking , the most unanimo us of all

ranking s is discuss ed in Preread ing achieve ment.

All

schools but the Far West ranked this first in importa nce.
The rank orderin g of qualiti es sought in applica nts
reveale d simila rities, or general agreeme nt between most
areas, with the excepti ons previou sly discuss ed.

The major

signifi cant differe nces were in the evalua tion of preread ing
achieve ment, where ranked scores for all groups ranged
between one and nine, and in peer relatio nships , which the
South ranked as seventh and all other groups ranked as
second or third.

The Mid Contine nt area of schools ranked

vocabu lary last with the other areas ranking s between three
and seven on this quality .

The Mid Contine nt schools also

rated creativ ity at fourth, with other schools ranking it at
eighth to tenth.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

176
The most pronounced difference s in total rankings were
between the New Eng 1 and area compared to both the Far West
and the university professors ' rankings.

Table 37 indicates

the rankings for these three groups in order to indicate
difference s:
Table 32
Rankings of Qualities Sought in Applicants
Question 12 Items

university

NE

FW

9

1

1

10

6

8

a.

Prereading achievemen t

b.

Prearithme tic achievemen t

c.

Parent/chi ld relationsh ips

4

10

9

d.

Peer relationsh ips

2

3

5

e.

Organizati on/express ion
of thoughts

8

2

3

f.

vocabulary

5

7

2

g.

Maturity of speech

7

5

4

h.

Creativity

6

9

10

i.

Temperamen t

3

8

7

j.

Behavior

1

4

6

An examinatio n of this table indicates Items a, b, e,
f, and g could be classifie d as being in the cognitive
domain, and Items c, d, h, i, and j classified within the
affective domain (Bloom, 1956; Kratwhol, Bloom
1967).

&

Masia,

If these items were reorganize d according to domains

it could be seen the qualities most valued in the New

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

177
England schools were affective, and the qualities most
highly ranked in the Far West area were cognitive.

Of all

areas, the Far West was in closer agreement to the
university professors rankings, than any other school
region.
Hypothesis 4
There will be no significan t difference between the
reenrollme nt rate of students and the school's level of
satisfactio n with its admissions procedures .
The calculated value of .03 was not significan t for 2
df at£·

<

.05;

therefore the null hypothesis of no

difference was accepted (Appendix F).
A fifth objective of this research was to measure the
significan ce of difference s between responses on other
selected variables which were measured in this research.
The chi-square nonparame tric statistica l analysis procedure
was used to analyze these data at the .05 level of
significan ce.

The variables tested were the reenrollme nt

rate, the selection ratio and the level of satisfactio n by
the directors' ,

admissions officers',

teachers',

and others'

time spent in observatio n, interview, and testing of
kindergart en applicants .

Forty-five tables of data were

computed; only three indicated difference s which were
significan t and not expected.

Data for and discussion of

these analyses are presented in Tables 33, 34 and 35.
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Table 33
Minutes of Teacher Interviews by Level of Satisfactio n
-30

30+

Totals

Satisfied

14

8

22

Needs improvemen t

20

2

22

Totals

34

10

44

~ = (1, ~=44) = 4.66,

£· <

.05

The chi-square value of 4.66 exceeds the table value
of 3.84 for significan ce at the .05 level.

This objective

sought to identify whether the amount of teacher interview
time had any significan t impact on the school's level of
satisfactio n with its admission procedures .

The variables

of (a) amount of time spent with applicants and (b)
satisfactio n level of the school with its admissions
procedures was explored for directors, admissions officers,
and teachers in observatio ns, interviews and testing of
applicants .

The statistica l analysis revealed there was a

significan t relationsh ip between the satisfactio n level and
teacher interviews as indicated in Table 33.

Eight

satisfied schools or 18% had teachers who spent more than 30
minutes in interviewi ng, two or 5% of schools needing
improvemen t spent more than 30 minutes in interviewi ng.
Fourteen of the schools, 32%, had teachers who spent fewer
than 30 minutes in interviewi ng applicants , yet were
satisfied with procedures .

Of the teachers conducting

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

179
interviews, 20 or 45% spent fewer than 30 minutes and the
schools felt they needed improvement in their admissions
procedures.

This data analysis did not indicate causal

relationships , but did indicate that 34 of the 44 schools,
or 77% of the schools had teachers who spent less than 30
minutes in interviewing, and of these 34 schools, 20 or 45%
were dissatisfied.

Increased time spent by teachers in

interviewing applicants revealed only eight or 18% were
satisfied and also spent more time.

Methods of interview,

interviewing techniques and personnel involved could have
made these differences significant.
Table 34
Minutes of All Interviews by
Level of Satisfactiona
-30

30+

Totals

Satisfied

52

14

66

Needs improvement

61

6

67

113

20

133

Totals
~2 =

(1, ~=133) = 3.91, £·

<

.05

aothers such as psychologists , educational specialists
and division heads are not included.
The calculated chi-square of 3.91 exceeds the table
value of 3.84 at the .05 level of significance.

There was a

significant difference in the schools' level of satisfaction
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with admissio n procedur es and the number of minutes all
persons spent in interview ing as reported in Table 34.

Of

the 113 persons who interview ed for fewer than 30 minutes,
52 or 46% were satisfied with procedur es, and 61 or 54% felt
their procedur es needed to be improved .

Of those schools

satisfie d with procedur es, 14 or 11% interview ed more than
30 minutes.

As with the teacher interview data reported in

Table 34, increase d time does not increase satisfac tion, so
other variable s such as interview techniqu es, personal
qualitie s of the personne l interview ing, and methods by
which the interview s were conducte d would have to be
analyzed .

Cause and effect relation ships are not revealed

by this method of statistic al analysis , but the research er
must assume that other variable s are involved which were not
measured .

The total of all persons who conducte d interview s

indicated 66 or 49.65% of the total schools were satisfie d
while 50.4% or 67 of the schools indicate d improvem ent was
needed in procedur es.
Tables 33 and 34 reported the significa nce of the time
spent by teachers in the interview process on the schools'
level of satisfac tion with procedur es.

The majority of

teachers , or 45% of the four categori es, and the majority of
all persons, or 54% of the four cells who interview ed less
than 30 minutes reported their procedur es needed
improvem ent, although they were satisfac tory.

The length of

time of the interview s did not affect the variable s of
student selectio n, and satisfac tion level was not affected
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by teacher experie nce.

The lesser amount of time spend by

teacher s might indicat e teacher s were more experie nced and
require d less intervi ew time to evalua te candida tes.

The

very nature of teachin g is to improve on a given quantit y;
the choice of the procedu res needing improve ment categor y
might be a ~~flect ion of teacheLS ~ recogn ition that all
things can be improve d in some way.

The causes for

respons es were not reporte d.
Table 35
Minutes of Admiss ions Observ ations
by Selecti on Ratio

-30

30+

Totals

16

1

17

1.51-2. 50

6

7

13

2.51+

3

3

6

25

11

36

1-1.50

Totals

f=

(2, ~=36) = 9.27, £•

<

.05

The chi-squ are value of 9.27 exceeds the table value of
5.99 for signifi cance at the .05 level.

This objecti ve had

as its focus the signifi cance of the relatio nship between
admissi ons officer s observa tions of applica nts and the
impact on the selecti on ratio for the school.

The variabl es

of selecti on ratio and the time spent by directo rs,
admissi ons officer s and teacher s in intervi ews,
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observation and testing of applicants were analyzed by the
chi-square nonparametric statistical procedure.

This

analysis revealed the only significant variable affecting
the schools' selection ratio was the amount of time spent by
admissions officers in observation of applicants.

Data in

Table 36 reveals that schools with the lowest selection
ratio of students (1-1.50) also had the highest number of
admissions officers who spent less than 30 minutes observing
applicants.

These 16 admissions persons account for 44% of

all admissions observations.

Only one admissions director

at a school with a 1-1.50 selection ratio spent more than 30
minutes observing kindergarten applicants.

Schools with the

highest selection ratio (over 2.51) revealed 3 or 5% spent
less than 30 minutes with applicants.

This data analysis

precludes any analysis of cause and effect; however, schools
with the lowest selection ratio did have admissions officers
who spent the least amount of time with their kindergarten
applicants.
In summary, the data analysis for Hypothesis 1.1, 1.2,
and 1.3 indicated there were no differences in school
reenrollment rates, satisfaction levels and selection ratios
based on specificity of admissions procedures.
had specific procedures.

All schools

Hypothesis 2.1, 2.2, 2.3 and 2.4

were analyzed and indicated no relationship between amount
of training of admissions officers and the variables (a)
satisfaction with procedures and (b) reenrollment rate of
students.

Hypothesis 2.5 indicated no significant
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differences in the analysis of experience of admissions
officers by (a) reenrollment rate; however, Hypothesis 2.6
data analysis revealed there was a significant difference in
the years of experience of admissions officers and the
variables of high, medium and low selection ratios.

Schools

with admissions persons with the least (less than six years)
experience also had the lowest selection ratio (1-1.50).
The null hypothesis 2.6 was rejected as false.
Hypothesis 3 analyzed the ranking of qualities sought
by admissions persons and by university professors.

The

Friedman nonparametric test was utilized to analyze the
independence of the ranked data.

The areas of greatest

disagreement on ranking of applicants were the Far West and
New England.

The Far west agreed most closely with the

university professors.
The data analysis for Hypothesis 4 indicated there were
no significant differences between the student reenrollment
rate and a school's level of satisfaction with its
admissions procedures.
One additional objective of this research was to
measure the significance of differences between responses on
the variable (a) reenrollment rate, satisfaction with
procedures and selection ratio by (b) directors', admissions
officers',

teachers' and others' time spent in (~

observing, testing and interviewing candidates.

An analysis

of the data by the chi-square nonparametric procedure
revealed that of the group of most satisfied teachers and
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the group of most satisfied combined directors, teachers and
admissions persons, each spent less than 30 minutes
interviewi ng applicants .

The admissions officers who

observed less then 30 minutes had the lowest selection ratio
for all groups and also the least experience (Hypothesi s
2. 6).

This research project did not explore the rationale
underlying responses and each school's responses would have
to be evaluated independen tly in terms of the reported
responses.

Responses were significan t or not significan t

for all schools which responded, but were not necessaril y
significan t or not significan t for individual schools.
Cause and effect relationsh ips were not explored, and
factors which impacted on responses were not revealed.

An

individual school might wish to compare reported procedures
and specific variables with its own procedures to gain
insight for improvemen t.

This research indicated the

significan ce of a number of variables, and the lack of
significan ce of other variables on the kindergart en
admissions process reported by 119 randomly selected NAIS
schools in 1982-83.
A sixth objective of this research was the developmen t
of guidelines for admissions .

The guidelines for

admissions were based on field practices reported by
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independ ent schools in their response s to the question naire
and from suggesti ons from universi ty professo rs skilled in
the theories of assessin g and evaluati ng the abilitie s of
young children .

Univers ity personne l stressed the

importan ce of gatherin g as much informat ion as possible
about kinderga rten applican ts in order to " ••• piece multiple
bits of informat ion together to form an overall evaluati on
or picture of the child" (M. Subkovia k, personal
communi cation, May 6, 1983).

Suggesti ons included selectin g

the intellec tually mature for programs of systemat ic
intellec tual instruct ion (L. Feldt, personal communi cation,
April 28, 1983).

Tests recommen ded included the Draw-a-

Person, PPVT, Stanford Binet (Form L-M), WPPSI, WISC-R, WRAT
and the Metropo litan and Stanford Readines s Tests.

Using

tests as screenin g devices in order to detect "gaps in
developm ent" was suggeste d (V. Nauschut z, personal
communi cation, April 28, 1983).
skills,

Evaluati ons of prereadi ng

language processi ng and gross and fine motor

abilitie s were recommen ded for inclusio n in the assessme nt
of young children 's abilitie s (B. Deal, personal
communi cations, April 28, 1983 and November 7, 1983;

I. Y.

Liberman , personal communi cation, April 26, 1983; J. Smith,
personal communi cation, April 26, 1983).

Behavio ral

characte ristics such as attentio n span, peer relation ships
and reaction s to parent separatio n

provide insight into the

social maturati on level of the child (C. Black, personal
communi cation, April 27, 1983). D. Slaughte r (persona l
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communi cation, May 9, 1983) stated the "hidden curriculu m of
the home and early learning environm ent need close
attention ."

Contact with preschoo ls and day care centers

the child has attended may provide necessar y informat ion and
insights (P. Blumenf eld, personal communi cation, April 27,
1982). A summary of procedur es recommen ded by universi ty
personne l included parent question naires, interview s,
observat ions and testing of applican ts in order to evaluate
the degree of fit between the applican t and the kinderga rten
program offered by the school (B. Caldwel l, personal
communi cations, June 6, 1983 and November 9, 1983; J.
O'Packi, personal communi cation, May 10, 1983).

After

careful analysis of the data from schools and universi ty
personne l, and from informat ion reported in the Review of
the Literatu re, the research er develope d guidelin es for
assessin g the abilitie s of young children applying to
independ ent school kinderga rtens. These guidelin es are
reported in Chapter

v.
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CHAPTER V
SUMMARY, CONCLUSIONS,
GUIDELINES AND RECOMMENDATIONS
Summary
This study was designe d for the followi ng purpose s: (a)
to investi gate kinderg arten admissi on procedu res in NAIS
member elemen tary schools , (b) to investi gate and compare
demogra phic and experie ntial variabl es and ascerta in their
signifi cance in the admissi ons process and, (c) to formula te
guideli nes for strengt hening and improvi ng the indepen dent
school admissi on process .
Design of the Study
The program evalua tion survey was selecte d as the
researc h method. This type of survey determi nes the effects
of a program on institu tional procedu res and policie s,
accordi ng to Songqu ist and Dunkelb erg (1977). A 25 questio n
survey instrum ent was designe d by the researc her to gather
informa tion on kinderg arten admissi ons procedu res and the
personn el involve d in the pro~edu res.

A pilot study was

distrib uted to 24 admissi on directo rs who would not be
include d in the final sample.
the survey instrum ent

Reliab ility and validit y of

was establi shed by submitt ing the

propose d final questio nnaire to random ly selecte d admissi ons
187
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officers not included in the final sample.

Reliabilit y was

establishe d by the test/retes t method of ·comparison s of
responses.

Validity was determined by analysis of

questionna ire items for ambiguitie s and unclear items.

The

final questionna ire consisted of 25 items, including one
open ended final question which requested respondent s to
note any desired or contemplat ed changes in the admissions
process.
Sample
The sample in this study consisted of 119 randomly
selected member schools of the National Associatio n of
Independen t Schools which were also designated as "Leading
Private Schools" in the Handbook of Private Schools, 63rd
Edition (Porter Sargent, 1982).

This group of 119 randomly

selected subjects represente d 35% of all NAIS kindergart ens
listed in 1982, and 25% of the Porter Sargent kindergart ens.
The subjects were asked in a cover letter to complete a 25
item survey instrument constructe d by the researcher .

In

addition, 21 universiti es in the United States cited in
The Gourman Report of 1982 (Gourman) as having the highest
rated (3.5 to 5.0) schools of education were contacted for
informatio n and suggestion s on evaluating the admissions
process.

Nine professors responded, and two recommende d

other professors with expertise in this research area.

The

total number of university persons responding was 11 or 48%
of those contacted.
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Procedur e
Independ ent school admissio ns officers in 165 randomly
selected schools were mailed a final 25 item question naire
and a cover letter.

A total of 119 or 72% responde d and al 1

question naires were determin ed to be adequate for scoring.
Twenty three universi ty professo rs were selected to provide
suggestio ns for appropri ate measures and techniqu es for
evaluati ng kinderga rten applican ts to private schools.

A

total of 11 or 48% of the universi ty professo rs responde d
and all response s were included in scoring.

The universi ty

persons were also asked to rank order desirabl e qualitie s in
applican ts for admissio n to kinderga rten.

These items were

listed in Question 13 on the survey instrume nt.

The two

rank orders from admissio ns director s and universi ty
professo rs were compared by the Friedman test.
Analysis of Data
The statistic al treatmen t of the data derived from the
question naire required the use of the chi-squa re
nonparam etric statisti c.

The chi-squa re tests of

independ ence were used to compare variable s in this research
study.

The Friedman test was selected to compare group

response s on one question which asked for ranking of items.
Selected response s were tabulate d and reported in
percenta ges, ranges, medians and means where appropri ate.
The reviews of the literatu re did not reveal any
specific research regardin g kinderga rten admissio ns in
independ ent schools.

The review did contribu te to
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developing independent variables, did provide justification
for the research; and it did indicate some of the methods in
use for assessing and evaluating the abilities of young
children of above average intelligence.

In addition, the

review of the literature provided the historical perspective
in the independent school movement and in the genesis and
development of the kindergarten.
Findings
An analysis of the data revealed the following
significant findings summarized for each of the hypotheses
tested and for the relationships between the variables of
(a) directors, admissions persons, teachers and others time
spent in interviews, observations and testing, (b) the
schools' satisfaction level with procedures, the selection
ratio and the reenrollment rate, and (c) the experience and
training of admissions personnel.
Hypothesis 1.1 stated that independent schools with
specific procedures will have no higher student reenrollment
than schools with no specific procedures.

All schools in

the samples reported specific procedures, so this hypothesis
was not tested.
Hypothesis 1.2 stated independent schools with specific
procedures for evaluating applicants will be no more
satisfied with the admissions process than schools with no
specific procedures.

This hypothesis was rejected for

testing as all schools reported specific procedures.
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Hypothesis 1.3 stated schools with a large selection
pool of applicants will have no more specific procedures for
evaluation than schools with a small selection pool. This
hypothesis was not tested as all schools reported specific
procedures for evaulation.
Hypothesis 2.1 stated schools with trained admissions
personnel will have no higher student reenrollment rate than
schools with untrained personnel. Training was defined as
ten hours of inservice which could be met by three units
individually or in combination such as course work,
workshops or school inservice.

The chi-square analysis of

data did not reveal any significant differences between the
groups (Appendix F).
Hypothesis 2.2 stated independent schools with
experienced admissions personnel will have no higher student
reenrollment than schools with inexperienced personnel.
Experience was defined as more than two years of admissions
capacity experience. The chi-square analysis of the data did
not reveal any significant differences (Appendix F).
Hypothesis 2.3 stated independent schools with trained
admissions personnel will indicate no greated satisfaction
with procedures than schools with untrained personnel.
There was no significant difference in the groups;
therefore, the null hypothesis was accepted {Appendix F).
Hypothesis 2.4 stated independent schools with
experienced admissions personnel will indicate no greater
satisfaction with procedures than schools with inexperienced
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personnel.

The chi-square analysis indicated no significant

differences between groups (Appendix F).
Hypothesis 2.5 stated independent schools with a higher
selection ratio will not have personnel with more training
than schools with a lower selection ratio.

A chi-square

analysis of the data revealed no significant differences
between groups (Appendix F).
Hypothesis 2.6 stated independent schools with a higher
selection ratio will not have more experienced personnel
than schools with a lower selection ratio.

Selection ratios

were defined as (a) low 1-1.50, (b) medium 1.51-2.50, and
(c) high above 2.51.

The analysis of data indicated a

significant difference between groups <'K.2 = (4, ~=119) =
9.83,

£· < .05).

Schools with the least experienced

admissions personnel also had the lowest student selection
rate.

This low selection ratio could be due to over

cautious selection of students because of inexperience of
the admissions person, inexperience could be a result of
instability in the school leading to brief tenure of
admissions officers, low selection ratios can be the result
of economic instability in the area. Each school would need
to evaluate the selection ratio according to the local norms
or individual circumstances.

The chi-square analysis does

not indicate cause of relationships.
Hypothesis 3 stated there will be no significant
differences between admissions persons' rankings of
important qualities for applicants to independent schools
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and those qualities perceived as important by child
development and education specialists in United States
universities.

The Friedman test was utilized to analyze the

independence of these rankings of the five regions of
schools, of all schools, and of university persons. The
Friedman tests indicated there were significant differences
between rankings.

The calculated critical value of 23.14

was compared to the table critical value of 16.92 at the .05
level of significance.
Of the five school regions surveyed, only the Far West
agreed with university professors that prereading
achievement was of primary importance for admission to an
academically oriented kindergarten.

The other four regional

groups unanimously selected behavior as the most important
quality being considered in kindergarten applicants.

The

Far west group consistently ranked qualities in closest
agreement to those ranked by university professors.

Major

differences were found between comparisons of rankings by
New England and Far West schools.

If the ten qualities are

organized into affective and cognitive traits or domains,
the New England area placed more emphasis on the affective
traits exhibited by applicants while the Far west Schools
ranked cognitive abilities as being of greater importance to
them.

Parent-child relationships were ranked last or

next to last ~n importance by all groups except New England
which rated this trait fourth.
Hypothesis 4 stated there will be no significant
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differen ce between the reenrollm ent rate of students and the
school's level of satisfac tion with its admissio ns
procedur es.

The chi-squa re analysis reveals no signific ant

differen ces, therefor e the null hypothes is was accepted .
Other selected variable s in this research were compared
and analyzed by the chi-squa re procedur e.
1.

There was a signific ant relation ship between the
satisfac tion level of a school with its admissio ns
procedur es and the number of minutes spent by
teachers interview ing applican ts.

Of the schools

which spent less than 30 minutes on teacherapplican t interview s, 32% were satisfie d with
admissio ns procedur es, and 45% felt they needed
improvem ent.

!,2

= (1, !!=44) = 4.66, £·

<

.05.

Of

the schools reportin g teacher interview s, only 18%
interview ed more than 30 minutes and were
satisfie d with their procedur es.

The implicat ion

was that more interview ing by teachers did not
lead to more satisfac tion with procedur es.
2.

There was a signific ant relation ship between the
satisfac tion level of a school with its admissio ns
procedur es and the number of minutes spent by
combined director s, admissio ns officers and
teachers interview ing applican ts.

Of the 113

persons who interview ed for fewer than 30 minutes
46% were satisfie d with procedur es, and 54% felt
they could improve. The groups which interview ed
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fewer than 30 minutes accounted for 85% of all
responses. ~ 2 = (1, !=133} = 3.91, .E.· < .05.
3.

There was a significant difference between the
amount of time spent by admissions officers in
observation and the selection ratio of students
for schools.

The chi-square analysis indicated

that schools which had the lowest selection ratio,
1-1.50, also had the highest number of admissions
observations of fewer than 30 minutes.

Forty four

percent of all observations fell into this
category.

~ = (2, !=36} = 9.27,

.E.• < .05.

These three comparisons of the time variable with other
variables might be of importance to individual schools
analyzing their satisfaction level and selection ratios. The
high proportion of schools which reported satisfaction with
procedures, and which spent less time interviewing may
reflect the experience level of the practitioners: Less time
was needed as experience had indicated what would be
significant in an interview.

Schools with a lower selection

ratio might evaluate the length of time spent by admissions
officers in observation of applicants.

This research

indicated those schools with the lowest selection ratios
also reported their admissions personnel spent less than 30
minutes observing applicants.
Conclusions
The following conclusions were made from the findings
of this study:
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All schools surveyed had specific procedures for
kindergarten admissions. These procedures included
interviews, observations and testing of kindergarten
applicants.

Of the 119 schools randomly selected for the

survey, 85% requested information from the child's previous
school and teachers and 78% preferred to interview children
without parents present.

Of the total number of schools,

76% tested children with 64% using criterion referenced
tests and 26% using standardized tests. The child was
observed in a peer group in 75% of al 1 schools. The most
important qualities noted by 99% of the admissions persons
were the child's behavior in the interview, and 98% felt it
important for the child to follow directions.
Decisions to admit children included teachers' opinions
in 78% of all schools, 71% included directors' opinions,
and 69% included admissions persons' opinions.

These

opinions formed the basis for joint decisions; therefore,
the total percentages exceed 100%.

The figures for

attendance at admissions inservice presentations (Question
18, _Table 24) indicated that only 23% of teachers attended
these presentations , while 30% of the admissions personnel
and 50% of schools' directors received inservice training.
This data indicated teachers were included in the majority
(78%) of admissions decisions, yet received the least (23%)
amount of training.
One could conclude from the data presented in Question
13, Table 20 and Hypothesis 3 that there are different
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qualities of importance to admissions persons according to
geographical regions.

Major differences revealed the

importance of affective or behavioral qualities in New
England and the emphasis on intellectual or cognitive
qualities in the Far West.
All schools (N=ll9) indicated satisfaction with
admissions procedures, although 45% were totally satisfied,
and 55% indicated they were satisfied, but may be able to
improve.

These responses were the two highest options on a

four option scale of responses to the question regarding
satisfaction: No schools reported dissatisfactio n with
procedures.

The research did reveal that 48% of the schools

were not at capacity (Table 7) and that 82% desired
additional information on aids to admissions evaluations,
such as tests (Table 29).

This may suggest satisfaction

levels were not reported accurately.
Guidelines were developed from responses to questions
on the survey instrument, from suggestions and
recommendatio ns from university personnel involved in this
research and from information revealed in the literature.
The autonomous and independent nature of independent schools
precludes specific, sequential guidelines and the following
broad guidelines should be considered only within the
context of the needs of the individual independent schools
and the availability of time, funds and personnel at the
school (Roedell, Jackson

&

Robinson, 1980).
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Guidelines for the Assessment of
Young Children's Abilities
1.

This research revealed that the young child
benefited from an evaluation which included a
wide range of activities and tasks pertinent to
the schools goals and objectives . There should be
many opportunit ies for the young child to
display skills in various areas of developme nt.
This would provide the school with a broad
spectrum of the abilities of the child.

2.

While this research revealed no statistica l
significan ce in spending more than 30 minutes in
observing, interviewi ng or testing kindergart en
applicants , each school would need to evaluate its
time alottment in terms of its own objectives and
goals.

3.

Assessment of abilities provides opportunit y to
indicate whether tasks have been mastered or not
mastered, and whether there are areas needing
review.

The developmen t of young children is

uneven and appropriat e background in child
developmen t may be helpful in decisions where
uneven developmen t is observed.
4.

Review of the literature revealed the accuracy of
evaluation s were more reliable when a guide or
checklist was used.

In addition, a ten hour
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training period was reported which increased
accuracy of gifted identifica tion from 40% to 86%.
5.

This project indicated all regional areas except
the Far west weighted affective characteri stics or
behavioral qualities of applicants over cognitive
abilities.

schools which do evaluate applicants

on behavior may also wish to assess their need
for intelligen ce or achievemen t measures if
they are not relevant to the school's goals and
objectives .
6.

A postadmiss ions study of students may indicate
specific problems in the classroom which the
admissions process did not reveal.

This type of

evaluation may suggest other initial screening
measures which would be of mutual benefit to the
school and students.
Guidelines for Evaluating the Admissions Process
While all schools reported they were completely
satisfied, or were satisfied but could improve their
admissions procedures , an ongoing evaluation of the
admissions program may be helpful in maintainin g
satisfactio n.

The Tyler (1972) model of program evaluation

was se 1 ected by the researche r because it is based on the
evaluation of measurable objectives , and because it does not
require extensive training to implement.

The model consists

of the following steps:
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1.

First, the schools' goals and statement of
objectives based on those goals are formulated.
The goals of the kindergarten must be defined in
terms of the school's goals, then measureable
objectives should be formulated according to those
stated goals.

2.

Classificatio n of the objectives must be based on
a hierarchy or sequence of difficulty from the
easiest to the most advanced and more difficult
tasks.

3.

Objectives must be defined in terms of the child's
behavior and/or responses which can be observed by
the school personnel.

4.

The settings in which the objectives may be most
appropriately assessed should be predetermined by
the school personnel.

5.

Before adapting particular procedures or
techniques, the school must examine, select and
try out those measures according to the specified
objectives.

6.

Refinement and/or improvement of measures should
be an ongoing process, and objective evaluation
regarding continuance or termination should also
be ongoing.

7.

The admissions procedures should be interpreted
within the context of the school's stated goals
and objectives and should compare the child's
performance within this context.
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Guidelines for lnservice
Ninety eight schools responded to the question "What
would help you in admissions evaluations?" .

These stated

workshops, publications on admissions criteria and
procedures, and lists of tests would be helpful.

Of those

responding, 26% were interested in workshops while the
remainder preferred publications.

The responses to this

question and the results of the rankings of applicant
qualities may indicate a need for specific workshops
addressing kindergarten level applicants.

These workshops

may also focus on evaluating behavioral qualities and
cognitive abilities in order to address the needs of the
regional areas.
A needs assessment (Kaufman

&

Thomas, 1980) may be

made and from these specific objectives developed for
inservice training.

This would include the needs of persons

involved in admissions and could be revised regularly to
reflect current concerns.

This research project revealed

regional differences in evaluating candidates and may
suggest a need for more specific, more localized inservice
which would reflect local concerns.

Universities can

provide good resources for training, although this research
indicated they may emphasize different procedures than those
which schools may select.

This research also revealed that

while teachers' opinions were included in 78% of all
admission decisions, only 23% attended admissions inservice
presentations .

A needs assessment may indicate whether
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admissions inservice for teachers would be useful to
independent schools.
Inservice training for admissions personnel provides an
excellent opportunity for educators in independent school
settings to exercise leadership.

According to Burns (1978)

transformatio nal leadership involves the "recognition of a
real need, the uncovering and exploiting of contradiction s
among values and between values and practice, the realizing
of values [and] the reorganization of institutions when
necessary" (p. 43).
Guidelines for Kindergarten Admissions
in Independent Schools
The assessment guidelines are based on the concept that
the evaluation of the abilities of young children is a
highly interpersonal process because the young child is
responsive to the examiner or evaluator as a person, not as
a source for stimulus (Klein, 1982).

A proper assessment of

the abilities of young children "requires coverage of a
broad spectrum of behavior, including motor and social as
well as cognitive traits" (Anastasi, 1982, p. 266)
Anderson's and Messick's 1974 research also indicated
multiple techniques of evaluation objectified the process of
assessing the abilities of young children.

Guidelines are

presented for parent questionnaire s, interviews,
observations and testing of kindergarten applicants.
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Parent Questionna ires
Parents provide a day by day exposure to the
kindergart en applicant which no other source can duplicate.
The parent questionna ire or history of the child should be
designed to elicit informatio n useful to the school in
understand ing the child's developme nt and the child's
position in the family (Clark, 1980; Karnes and Bertschi,
1978; Robinson, Jackson

&

Roedell, 1978).

Background

informatio n about the family such as size, education,
interests, and occupation s should be noted as well as the
general health of family members and the applicant.

Any

hospitaliz ations, accidents, broken bones should be
commented on.

Carefully designed by the school, such

questionna ires or checklists can include informatio n about
"the hidden curriculum of the early home learning
environmen t, as well as any preschool or day care centers
attended" (D. Slaughter, personal communica tion, May 9,
1983).

The attention to "prior school experience " might

require particular attention (M. Subkoviak, personal
communica tion, May 6, 1983).

Use of a parent questionna ire

not only provides informatio n, but can be used to structure
the interviews .
Interviews
Interviews of parents and child or of parents alone or
child alone will flow more easily when some kind of
structure or organizatio n has been preestabli shed by the
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school.

Informatio n to be gained should relate directly to

the objectives and goals of the interview process as well as
the kindergart en.

This research revealed that interviews by

either teachers or admissions persons, which required more
than 30 minutes to complete had no impact on the schools'
level of satisfactio n with its procedures , and had no
significan ce whatever in the reenrollme nt or selection
ratios of schools.

Of the 119 schools surveyed in this

research, 78% interviewe d the child alone, and 36%
interviewe d the parents and child together.

There is a

total greater than 100% as 14% occasiona lly found it
necessary to combine interviews .
The parent questionna ire can serve a dual purpose in
the interview.

It not only provides essential informatio n

but can serve to free the interviewe r to concentrat e on the
child. Filling out a questionna ire which is comprehen sive
can be accomplish ed (a) in advance of the interview, if the
informatio n is used to structure the interview,

(b) when the

child is being interviewe d or tested with the parent present
or (c) when the parent is removed from the interview area.
For those schools who wish to evaluate the child
without the parent present, the questionna ire process or a
school tour might serve to relieve some of the anxiety of
the parent who is not included in the interview.

Parent

questionna ires have been described in detail by Clark, 1980;
Renzulli

&

Hartman, 1971; Roedell, Robinson and Jackson,

1980; Schmidt and others, 1982.
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Observation
Kindergarten applicants were observed in peer groups by
75% of the 119 schools which took part in the survey.

In

this naturalistic, yet contrived setting, observers can best
interpret more subtle behaviors of a kindergarten applicant
by recording behavior as soon as is practicable.

Cohen and

Stern (1973) describe in detail how to observe young
children in various settings and how to record their
behavior.

Research has been cited in Chapter II which

described the wariness, isolation, and other atypical
behaviors of young children in unfamiliar settings.

Young

children's behavior requires sensitivity and objectivity in
recording.

Points for inclusion in observation are (a) the

results of the observation, (b) specific and accurate
descriptions, (c) sufficient information recorded to place
behavior in context, and (d) identified interpretation s
about behavior (after Goodwin

&

Driscoll, 1980).

Caldwell

points out observations might be indicative of whether "the
child had been pressured too much, whether the child was
really not interested and the interest came only from the
parents" (personal corranunication , June 6, 1983).

Social

skills can be more easily evaluated in a peer setting as can
the child's ability to function with other adults in the
classroom.
The research in this study indicated the admissions
persons observations were significant only in the size of
the selection ratio in the sample of independent schools.
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Those schools with the lowest selection ratios, 1-1.50, also
had admissions persons who spent fewer than 30 minutes in
observatio ns of kindergart en applicants .

This

research

suggests those schools with low selection ratios might want
to reevaluate the role of the admissions person in the
observatio n process.
Observatio ns can be made in many ways.

Children can be

included individua lly or in small groups in the regular
classroom group for a portion of the school day, or for the
entire day.

Applicants may form a group which meets as a

play group in the classroom when it is not in regular use
and the play group may be given the experience s typical of
the school day on a day school is not in session.

Each

individual school's assessment of time, space and personnel
involved will vary according to the school's resources and
needs.

As with all other procedures , the school must

determine, evaluate, adjust and reevaluate procedures
according to the school's goals and objectives and its
available resources.
Testing
University professors responding to this research
project indicated preference s for testing hypothetic al
kindergart en applicants to preprepara tory schools.
Standardiz ed measures recommende d for use with kindergart en
age children included the WISC-Rand WPPSI (Wechsler, 1974
1967), the WRAT (Jastak, Jastak,

&

Bijou, 1976), Stanford
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Achievement Tests (Kelley, Madden, Gardner
Boehm Cognitive Skills (Boehm
(Goodenough

&

&

&

Rudman, 1968),

Slater, 1974), Draw a Person

Harris, 1963), Maturity Level for School

Entrance (Banham, 1959), Brigance Diagnostic Inventory
(Brigance, 1976), Stanford-Bine t, Form L-M (Terman

&

Merrill, 1972) and the Metropolitan Readiness Tests
(Hildreth and others, 1965).

This research project

indicated independent schools cited these tests most
frequently (78.3%) with an addition 17% using the Gesell
School Readiness Test (Ilg, Aines and other, 1980).
Tests in the independent school setting need to be
evaluated in terms of the use of the information gained, and
the requirements for training the examiner. The Stanford
Early School Achievement Tests and the Metropolitan
Readiness Tests do not require extensive training although
they may require more time to administer than the school
cares to schedule.

Sample tests of many tests are available

for evaluation by schools, and can be acquired from the
publisher.

Local and state departments of instruction

and/or education can provide information on testing and on
the state training requirements for examiners.
In addition to standardized measures, 64% of the
schools utilized tests and measures which they had designed.
(See Appendix E).

These criterion referenced measures

compared a child's performance to a level of ability
necessary to master a particular task.

Although there are

no norms for criterion referenced tests, mastery level of
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hierarchic al tasks may be establishe d by consulting texts
which are designed to sequentia lly present skills such as
appropriat e reading or motor skills manuals. These skills
tasks should be defined not only in terms of children's
developme ntal stages, but in terms of the school's
kindergart en goals.
Construct validity of criterion referenced measures can
be judged on the basis of (a) learning which proceeds a
sequence of mastering skills and (b) the concept that scores
on the criterion referenced measure will improve as a result
of instructio n.

These tests do not assist schools in making

prediction s about future performanc e; they do indicate
levels of developme nt and achievemen t at a given point in
time.

These levels can be compared to peer levels in that

school.
This research study revealed concurrenc e between groups
of independen t schools admissions personnel and university
professors regarding multiple methods-of assessment for
young children who are applying for kindergart en entrance.
The methods include interviews of child and parents,
observatio ns of the child in settings as natural as possible
and both formal and informal testing.

The decision as to

the numbers of methods utilized and the time and personnel
involved should be evaluated by each school according to its
needs and resources.
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Recomm endation s for Further Researc h
The results of this researc h, and the process of the
study have indicat ed areas which could be recomme nded for
further study and review.

Some of the subject s for further

researc h may include the followi ng:
1.

The limited number of studies utilizi ng the
indepen dent schools as subject s indicat es a need
for further researc h in this section of America n
educati on.

2.

This study was exclus ively concern ed with
kinderg arten admissi ons only.

Further researc h

into prescho ol admissi ons procedu res may prove
useful to admissi on officer s and add to the
indepen dent school early childho od knowled ge base.
3.

This researc h did not indicat e whether respond ents
found admissi ons trainin g session s of value to
them; it only explore d the level of attenda nce at
session s,

4.

and the types of session s attende d.

A survey methodo logy was utilize d in this
researc h; case studies , ethnogr aphic method ology
and longitu dinal studies may provide more detaile d
informa tion about the indepen dent schools .

s.

This researc h did not reveal the reasons for loss
of enrollm ent and for low selecti on ratios.
Studies designe d to gather data on these aspects
of the admissi ons process may serve a need for
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those schools desiring to increase their selection
pools and selection ratios.
6.

The regional differences reported in ranking of
qualities of applicants and specifics of
interviews, observations and testing may provide
individual schools with insights for improving
procedures.

More specific data may also be

useful to the regional and national associations
in program planning.
7.

Regional studies evaluating additional variables .
may provide schools with data which would provide
insight into increasing applications, satisfaction
levels and enrollment.

These variables may

include location, size, tuition, religious
affiliation of schools, and socio-economic status
of applicants.
8.

A multivariate analysis may reveal relationships
which are significant for combinations of
variables which were not explored in this
research.

9.

Pre and post admissions study may indicate the
adequacy of procedures for identifying appropriate
applicants to independent school kindergartens.
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9490 Genesee Avenue
LaJolla, CA 92037

November 1, 1982

Dear Admissio ns Officer:
In order
scope of
study is
doctoral

to gain a better understa nding of the nature and
the evaluati on of applican ts to kinderga rtens, a
being conducte d of independ ent schools as a
disserta tion.

You have been identifie d as a person who is knowledg eable
about kinderga rten admissio ns and this prelimin ary survey is
being submitte d to you to critique . Your comments ,
suggesti ons, addition s and deletion s will strength en the
survey. Please mark on the question naire, using the backs
of pages and enclose any addition al pages you would like.
Please return by November 30, 1982; the question naire will
be revised, then mailed national ly to a random sample of
schools.
On complet ion of this research a bound copy of the survey
analysis with recomme ndations and suggeste d guidelin es for
appropri ate kinderga rten admissio ns procedur es will be sent
to NAIS for referenc e.
Thank you for your assistan ce in helping to make this
research of value to others who also share an independ ent
perspect ive of educatio n. Your reply will be guarante ed
confide ntiality.
A stamped, self-add ressed envelope has been enclosed for you
to return the enclosed question naire with your suggesti ons.
Sincerel y,

Barbara B. Judy
BBJ:dsm
Enclosur es
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9490 Genesee Avenue
La Jolla, CA 92037

January 5, 1983

Dear Admissio ns Officer:
The enclosed question naire is concerne d with kinderga rten
admissio ns procedur es in independ ent schools. This study is
being carried out on a national level to satisfy
requirem ents for a doctoral disserta tion. When complete d,
the results of this study will be availabl e from NAIS and
will provide a comprehe nsive survey of kinderga rten
admissio ns procedur es in independ ent schools, recommen ded
guidelin es for evaluati ng applican ts and objectiv e research
to support your decision s to admit or deny admissio n to
applican ts. Your reply will be guarante ed confide ntiality.
This question naire has been prelimin arily reviewed and
revised so all necessar y data can be obtained with a minimum
of your time.
It would be apprecia ted of you will complete this form by
January 20, 1983, and return it in the enclosed stamped
envelope . If you would like a summary of the results of
this study, please notify me.
Thank you for your help.
Sincerel y,

Barbara B. Judy
Enclosur es
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9490 Genesee Avenue
La Jolla, CA 92037

Februar y 1, 1983

Dear Admiss ions Officer :
The enclose d questio nnaire is concern ed with kinderg arten
admissi ons procedu res in indepen dent schools . This study is
being carried out on a nationa l level to satisfy
require ments for a doctora l disserta ti_on. When comple ted,
the results of this study will be availab le from NAIS and
will provide a compre hensive survey of kinderg arten
admissi ons procedu res in indepen dent schools , recomme nded
guideli nes for evalua ting applica nts and objecti ve researc h
to support your decisio ns to admit or deny admissi on to
applica nts. Your reply will be guarant eed confid entiali ty.
This questio nnaire has been prelim inarily reviewe d and
revised so all necessa ry data can be obtaine d with a minimum
of your time.
It would be appreci ated of you will comple te this form by
Februar y 15, 1983, and return it in the enclose d stamped
envelop e.
If you would like a summary of the results of
this study, please notify me.
Thank you for your help.
Sincere ly,

Barbara B. Judy
Enclosu res
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9490 Genesee Avenue
La Jolla, CA 92037

March 1, 1983

Dear Admissions Officer:
The enclosed questionna ire is concerned with kindergart en
admissions procedures in independen t _schools. This study is
being carried out on a national level to satisfy
requiremen ts for a doctoral dissertatio n. When completed,
the results of this study will be available from NAIS and
will provide a comprehen sive survey of kindergart en
admissions procedures in independen t schools, recommende d
guidelines for evaluating applicants and objective research
to support your decisions to admit or deny admission to
applicants . Your reply will be guaranteed confident iality.
This questionna ire has been prelimina rily reviewed and
revised so all necessa~y data can be obtained with a minimum
of your time.
It would be appreciate d of you will complete this form by
March 15, 1983, and return it in the enclosed stamped
envelope.
If you would like a summary of the results of
this study, please notify me.
Thank you for your help.
Sincerely,

Barbara B. Judy
Enclosures
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KINDERGARTEN ADMISSIONS QUESTIONNAIRE
1.

Founding elate of school:

2.

Religious affiliation?
Denomination

3.

Graded

4.

Amount of kindergarten tuition per year:

D

Yes □

Nongraded D
a.

Ha 1f day program

b. Fu11 day program
c.

s.

6.

Half day, day care

s
s
s

Maximum nunt>er of students you can accomodate in:

!lumber of students enrolled for 1982-83 in:

a.
b.

Kindergarten
First grade

a.

Kindergarten
First grade

b.

7.

No □

Number of students who will be promoted to first grade next
fall (1983-84 school year) (please incZ:.de those 1,;ih1: cu-e r.at
re-::w-r.~. b.ct uhc are eZi£,il:,le t.o rei:i.rr.J:

8.

Tot.-.1 nunt>er of applications received January 1, 19~
through Septeirt>er l, 1982 for this school year (1982-83):
a.
b.

9.

Kindergarten
First grade

Number of students now on waiting 1i st for 1963-84:

a. Kindergarten
b.

10.

What is the amount of your application fee?

11.

Do you have a separate testing fee?
What is the amount of the fee for:

s
Yes

a.
b.

12.

First grade

Kindergarten
First grade

CJ

No □

s
s

Procedures for kindergarten admissions
u•IF I'!El'.S {a) THROUGH (aJ ARE ANSWERED "YES", PLEASE CHECK POINTS OF lHPOP.:AN:E

TO YOUh SCHOOL•••

a.

•

De you interview parents only:
J.

S~ms representa:ive- of parents at ~is school

YesO
YesO

No

CJ

2.

Able to 11.Eford t:~it.ion

Yes

CJ

llo

LJ

3.

Ed:.cat:ion oE parent (s}

Yes □

No0

hOL
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Ki ndterga rten Admissions Quest 1 onna ire

12.

a.

b.

Page Two

, .

Jlusons tor apply~ng to ems school

s.

YesO

Appnisal of child's •b.ihtjes compued to otMr
children

YesD

6.

Jlaaeuon to .separ•t.ion troa eluld
YesO
No □
or.l~r (please •~i.fy) _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ __

Do you interview child without parents present?
J. AebJevement level in pre•read;nr;

Yes □

2.

Aeh:iev<:,..nt level in pre-arithl¥:.i.e

3.

or;;ar:uzauon/.:<pr<: ss.i.on o! cilou~hts

4.

Re•c:t.lon co parent .sep,araeion

YesO
YesO
YesO
YesO

S.

&etwvi.or in Jr.:e~iew

YesO

No □

No □
No □
NoC

No □
No

=:J

6.

Follows direet.i.ons

YesO

No □
No □

1.

CrNt;:v.ity

YesO

NoLJ

8.

5.,...ll a,sele development

Yes [J

No

CJ

Other (please llpe::i.f'i!J ________ ________ ______

c.

Do you interview parent(s) and child together?

YesO

NOLJ

Yes

[J

&e.'liav!or ctJr:ges in p:~st!nt:e cf parer.ts

Yes

=:J

3.

Lo-es ch.;.1.d re1:; or. •nswe:s !rc.,m p.are."lts

Yes □

No □
No[:;
Ne::;

4.

Do p,dre:1ts •cue• child

Yes

D

C."J~J~' .s level of speech w:eh pa:-e."lts

Yes

CJ

l.

Jlelu;ons/up be: .... er, parents and eh,;Jd

2.

Ne ~
l'joD

0th<:: tp!ec.se spe:i;"":,J

d.

Do you observe child in a peer group:
l.

Shows ineeresc: i.n •ctivjt,,ies of g:o~p

2.

Is !earful of 9roup

Yes O
YesO
YesO
YesO
Yes CJ

NcLJ
No

CJ

No0

3.

Refuses to ~e•ve adult.s

4.

"rr:itts to dominate r;roup

S.

Par:~cipat.e5 .in •ct..Jv.ic.ie-s

6.

aotor control
YesO
No □
Other (?ZlillUe s,,ec-:.fb) _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ __

e. Do you test child:

Yes □

No[]

No □
No □

l.

Chjld' .s reaet:ion

2.

A:>1ht11 lttvel COl!lf,4red to 11our other •ppl.i.eam:s

Yes [J

No □
NoLJ
Noi=:J

3.

-rrst seores

Yes[]

Ne;:::]

YesO
t::)

test s.it;.w::jon

YesO
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Kindergarten Admissions Questionnair e

12. e.

4.

Applacation of J:nowledge

5.

Foll011s d.irect.:ion

6.

Frust:ratjor, level

7.

Log.ical •nswers (might be incorrect., bz..: indicates
thoi.gl: t;
(pZeast s-pecify!

Do you request personal rec011111endat ions:
!lo you conta.:t by telephone

2.

Preference g;ver. i f from current/past school parents

3.

Used for >.nfor=tion about parents
Used for informa:ion about child
Other

Tl:l ephone con:-act made with ;,r~vjous school

2.

WrJ'Cren eonta~: l!J,IJde wirh previous school

3.

Act1.dem:ic Je-veJ o! prev:i.ous school compared to your

school

4.

Behav;or of child

C

J'.bilJt!,' le~el of chi.ld

6.

Yes □
Yes □
YesO
YesO

(p1.e..se spec-:.fy)

Do you request infonnation from previous school?
l.

Yes □
Yes □

YesO

l.

4.

g.

YesD
YesD

= z!I tic
Other

f.

Page Three

□
□
□
□

No □
No □

Yes □

No □

Yes □
YesD

NoQ

No □
No □
No

CJ

Please rank in order 1-10 (1 • most important, 10 • least) qualities sought in
applicants being interviewed:

...

Ach.:e--...eme:;i: i.n p:e-readi.ng

'

!

f •

Vocabular!I

b.

Ac.'Ue,\•emen: in pre-arjthme: Jc

CJ
CJ
CJ

CJ

g.

lfaturity

h.

Creativ;t!i

r--,

j_

Temper amen:

D

)·

Ber... vior

c.

Pt1re~t/cJ:JJd rel•t:i.ons!llp s

d.

Peer r~l4t:ionship s

e.

Orgar.iue,or. /express;or. of uioughts
Ot:he;

14.

No
No
No
No

No0

Othc,r (pZe:::sE specify)

13.

□
□
□
□

YesO
YesO

YesO
Yes CJ

Schoo.:• .s rel.tt.i.Onshi;, w~ tll f,unily

No
No
No
No

of speech!'

,;,Zease specif~ and ror.k !Ji tr. c:wwir i:ems:

Do you use an IQ score for selecting applicants for consideratio n for
admission?
Yes
If "yes", what is the minimurr. score you consider for admission?

D
CJ
CJ

D

No □
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Kindergarten Admissions Questionnaire

15.

16.

Are parenu present during:
a. Observation of child in peer group

Page Four

Ne □

Yes □
Yes □
Yes □

No

Yes □

NoL]

Yes □
Yes □

No □

• NAlS
• Other /,:,, ease spe:,ify)

Yes[J

No=:J

Yes □
Yes □

NoO

b.

Interview of child

c.

Testing

LJ

No □

Number of years of kindergarten admissions experience:
School director or principal

a.

17.

b.

Admissions director

c.
d.

Cl ass room teachers
Other (please specify) _ _ _ _ _ _ _ _ _ _ _ _ _ __

How did you receive training for adrr:issions?

a. Academic course 1110rk (child psychology, testing, child
deve 1 opment, etc.)
b.

18.

19.

20.

Workshops

C.

From school administration

d.

Devised own training (if yes, please elaborate)

No:J

ho

=:J

Attendance at two or more aC!missions-n,lated presentations since January, 1981
(conferences, workshops, psychology/Clevelopmer,t courses, etc.):

a.

School director or principal

YesLJ

No~

I:.

Admissions director

Yes:--i

Nc=:J

C.

Class roorr, teachers

Yes ;--j

Ne.

0.

Other fpZease spe~if:)

Yes

LJ

Average number of minutes spent with each kindergo•ten applicant by:
Otiservation
1nterv1ew
a. Schoo1 di rector or princ ipa 1
b. Admissions director

c.

Classroom teachers

d.

Other (oZease snecif~)

Decision to admit made by:
a. School director or principc 1
b. Admissions director

::::::J

NcL..._J

1es:inc .

C::::

No

CJ

Yes □

Ne

::::J

Yes
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Page Five

Kindergarten Admissions Questionnaire
20.

21.

22.

(continued)
c. Classroom teachers
d. COlltlinations of above
Published tests used:
a. WPPSl/WJSC-R
b. Stanford-Binet (Fol'lll L-M)
c. Metropolitan Readiness
d. Draw-a-person
Others (please apecif!J)

YesO
YesD

No □
No □

YesO

No
No
No
No

Yes □

YesO
Yes~

□
□
□
□

Kave you designed your own tests and/or checklists for admissions evaluations?

YesD

No0

lf yes, vould you please enclose a copy?
23.

24.

Evaluate your satisfaction with your current policies/practices: (please check)
a. Our current policies/practices fully meet our objectives.
b. Our current policies/practices are satisfactory but could be improved.
c. We are not satisfied with current policies/practices.
We haae no standard procedures.
d.
What would help you in adrr.issions evaluations? (ple.:::.se cr.ec~J

a.

b.
c.
d.

2:.

D
D
D
::J

Workshops
Publications on admissions criteria and procedures
Lists of tests available
Other needs (pZ.i.,se spe.:ifyi _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ __

D
D

n
n

wt,at specific changes vould you like to make to improve your admissions procedures?

r~;.; i-.7.. fer ~:;rr:pZerir~ t:1:is s1,,::-..,e:_..,. ?'-e.:,.s.: rrrziZ :he q-... estionr..airt;. and ar-:,· se!f-des~r.ed
i..s:.s ir. 'the suirr:pcd em.•eZo'f'E p:r.:,ir;.de.d
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9490 Genesee Avenue
La Jolla, CA 92037

March 30, 1983

Dear Admissions Officer:
The enclosed questionnaire is concerned with kindergarten
admissions procedures in independent schools. This study is
being carried out on a. national level to satisfy
requirements for a doctoral dissertation. When completed,
the results of this study will be available from NAIS and
will provide a comprehensive survey of kindergarten
admissions procedures in independent schools, recommended
guidelines for evaluating applicants and objective research
to support your decisions to admit or deny admission to
applicants. Your reply will be guaranteed confidentiali ty.
This questionnaire has been preliminarily reviewed and
revised so all necessary data can be obtained with a minimum
of your time.
It would be appreciated of you will complete this form by
April 15, 1983, and return it in the enclosed stamped
envelope. If you would like a summary of the results of
this study, please notify me.
Thank you for your help.
Sincerely,

Barbara B. Judy
Enclosures
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9490 Genesee Avenue
Jolla, CA 92037

La
March 30, 1983

Dear Professo r:
I am writing to you to request your professi onal suggesti ons
and comments .
I am preparin g a doctoral disserat ion which will include a
national survey investig ating the identific ation of
abilitie s of kinderga rten applican ts to non-pub lic schools.
Based on your knowledg e of assessin g and evaluati ng the
abilitie s of young children , I would like your suggesti ons
about assessme nts of young children .
To hypothes ize: If you were the director of a kinderga rten
program in a college preparat ory school, what methods would
you use to assess the abilitie s of young children applying
for admissio n to your school? In what order of importan ce
would you rank the criteria in Question 13 on the enclosed
question naire.
Your reply wi 11 be used, in part, to constru ct a guide for
use by admissio ns persons in independ ent schools. This
guide will then be availabl e through the National
Associat ion of Independ ent Schools. I would apprecia te
permissi on to cite your reply in my research ; however, if
you prefer anonymit y I will respect that. Please so state.
I welcome any suggesti ons you may want to submit. I would
apprecia te a reply by April 15, 1983 and have enclosed a
stamped, self-add ressed envelope . If you would like a
summary of results I would be pleased to mail them. Thank
you for your assistan ce.

Barbar.a B. Judy
Enclosur es
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SCHOOL A
Time of Visit:

Interviewers

ENTERING K
NAME

--------------BIRTHDATE
-----------SCHOOL

AGE, SEPT.

--------------

Free Play
Separation from Parent (3-1)
3 = appropriate; 2 = with encouragement;
1 = difficulty
Respect for Other's work and Materials (3-1)
3 = yes; 1 = no
General Activity Time Level (3-1)
Work Time (3-1)
Fine Motor Coordination (3-1)
Understands Directions (3-1)
3 = yes; 2 = reminded once;
1 = numerous questions
Confidence Levels (3-1)
3 = high; 2 = medium; 1 = low
Body Language and Posture (3-1)
3 = remains in chair; 2
3 = squiggles

= sits

on feet;

Group Time
Ease of transition to rug (3-1)
Able to attend to story (3-1)
Able to perform in group seting (3-1)
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Entering K - p. 2
Sentence Repetition - Individual

Name

1. Susan has a yellow coat.
2. Pam has two cats and a big furry dog.

3. Peter would like to have new paints and an easel.
4. The heavy snow which fell last night made many buses late
for school.

5. Next Monday our class will be having a picnic.
your lunch and a blanket.

Bring

Paper Work
copy - 6 points

_ _ _ _ _ _ _ (6)

cutting - 3 points

_ _ _ _ _ _ _ (3)

letter and number identification 6 points

_ _ _ _ _ _ _ (6)

name writing - 2 points

_ _ _ _ _ _ _ (2)

sentence repetition - 6 points
(2 pts. for eachof 1st 3;
extra credit for 4 & 5)

_ _ _ _ _ _ _ (6)

self portrait - 7 points

_ _ _ _ _ _ _ (7)

Skills Total

_ _ _ _ _ _ _ ( 36)

Observation Total
(out of 30)
Grand Total

_ _ _ _ _ _ _ (30)

- - - - (out

of 69)

General Comments and Recommendations:
Take (How strong a take?)
Discuss
NO
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SCHOOL B

KINDERGARTEN INFORMATION FORM
Applican t

----- ----- ----- ---

1.

Total number of students in:
the school
the class
Total number of teachers per class:

2.

Please briefly describe your program.

3.

Transiti on into your class: the student was
a. hesitant
b. willing
c. enthusia stic
d. other

4.

Separati on from mother:
a. done easily
b. needed gradual withdraw al
c. other

5.

Have you noticed any changes in the child's behavior
since he/she entered your school?

6.

For Kinderga rten applican ts: our school day is long
(8 am to 2:30 pm).
At this time the applican t appears
to:
a. be ready for a longer day
b. tires easily in your progra m_

7.

Large group activiti es: this student
a. voluntee rs informat ion easily
b. needs encourag ement to particip ate
c. rarely contribu tes
d. other
--

8.

Small group activiti es: this child
a. voluntee rs informat ion easily
b. needs encourag ement to particip ate
c. rarely contribu tes
d. other
--

9.

Briefly list situation s in which the child would be
able to focus his/her attentio n for compara tively
long periods of time.
Briefly list situation s in which the child would be
able to focus his/her attentio n for compara tively
short periods of time.
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10.

Approach to new tasks: the child is
a. eager
b. hesita~
c. needs encouragem ent
d. other

11.

Does this child demonstrat e leadership qualities?
In what type of situation?

12.

Does this child tend to play alone, need a special
friend, or can he/she play easily with a variety of
children?

13.

Please describe his/her large motor coordinati on.

14.

Please describe his/her small motor coordinati on.

15.

verbal skills: does the child
a. speak fluently, using complete sentences
b. speak in phrases
c. have difficulty expressing ideas and/or needs
d. other

16.

Vocabulary : is the child's understand ing and use of.
words
a. sophistica ted for his/her age_ _
b. age appropriat e
c. somewhat immatu~

17.

Does this child show any special interest in a
particular subject of area (i.e. numbers, letters,
dinosaurs, blocks, puzzles, etc.)?

18.

If we accept this child, is there any specific
informatio n we should know to help make a smooth
transition from one school to anoth~r?

Teacher
School
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Kindergarten Screening
Name _ _ _ _ _ _ _ _ _ _ _ _ Age_ _ _ _ __ Date

---------

General Knowledge
Knows:

full name

first name only

phone number _ _

birthday _ _

number of people in family _ _
colors: red

orange_ _ green_ _ blue

yellow_ _ purple_ _ brown_ _ black_ _
can count consecutively from one to
can touch and count from one to
Body Image
With eyes closed can touch: eyes
feet
elbows
ears
shoulders
mouth
hand
~ips
-ankles - -Can hop: on two f e e t - - on left foot - - o n right foot
{which is better? _ _) - Can skip
Can follow simple directions {given only once):
"stand behind your chair"
"turn around, then sit down"
"touch your nose, touch yo-w:r: knees, then touch your
toes"
small Motor Coordination
Can
Can
Can
Can
Can

write name
{which hand?) L R
write numbers 0 - 10
cut
{which hand?) L R
draw circle
square_ _ triangle_ _
tie shoes

Figure - Ground Test
Visual Discrimination Test
Auditory Discrimination Test
Language
Draw yourself
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SCHOOL C
Name___________ _____

Date

---------

Previous School

---------Class
---------- Age_ _
I.

II.

III.

IV.

v.

---------

Directionality and Body Image
A. Does child know parts of his own body?
B. Does child know right and left on him-elf?
c. Can child imitate body movements?
D. Can child touch right ear with left hand etc.?
Gross Motor Development
A. Can child jump, skip, hop, etc?
B. Can child walk along, one foot directly in
front of the other?
Small Muscle Coordination
A. Can child copy designs from model?
B. Can child copy (3) from memory?
c. Can child write any letters of name
(note holding of pencil-hand preference)
Auditory Perception
A•. Can child repeat tapping pattern?
(done with pencil on table)
B. Can child discriminate between sounds
which are similar -- "Am I saying same
words or different words?"
(tub-tug,
man-men, king-king, pen-pin, save-shave)
C. Ca.n child repeat digits in sequence
28 685
64 714
D. Can child understand and recall commands?l
E. Can child hear rhyming words?
A.
B.

c.
D.
VI.

Phone

Can child match shapes, letters and see
the one that is different?
Can child copy head design
Can child recall shape on table which has
been removed? (4)
Can child recognize colors?

Concept Development
A. Ask child:
1. How old are you?
2. When is your birthday?
3. Where do you live?
4. Whay day is today?
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VII.

Language Development
A. Can child identify with pictures?
1. pig
2. earn of corn
3. pair ot boots
B. Does child speak in sentences?
C. Can child name 2 veg., fruits, colors?
D. Does he understand simple concepts--ove r,
under, between?

VIII. Letter Recognition
Can child name any U/C letters?
A.
B. Can child name any L/C letters?
IX.

x.

Conceptual Skills
Can child name numerals 1-10?
A.
B. Can child put numerals 1-10 in order?
c. Can child put 5 beads on numeral 5?
Social Evaluation
A. Does child accept limit?
B. Does child follow directions?
C. Does child have reasonable self-control
D.
Is child cooperative?
E. Does child possess a positive attitude?
F. Does child know how to share?
G.
Is child curious about materials?
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SCHOOL D
Evaluation of Applicant
(used by school and sent to previous school)
Name

---------- -

Grade applied for

----

Please comment on the following:
Ability to concentrate:

Ability to communicate (language development):

Use of work materials:

Behavior with peers and teachers:

Any problems:

For grades kindergarten through four:
Reading ability:

Math ability:

Signed

----------- ---Position
----------- ---

Date_ _ _ _ _ _ _ _ __
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SCHOOL E
ADMISSION'S EVALUATION
Visitor's Name
Grade or Class-v~i-s~ i~t_e_d::---- --------Did this child appear to be:
content
nervous
resistant
passive
agressive
cooperative
=accepted byour pupils- not accepted by our pupils
Homeroom Teacher
Did this child appear to read and comprehend
better than
the same as
not as well as my reading group?
Reading Teacher
Did this child appear to calculate and understand math
concenpts
better than
the same as
no as well as
my math group?
Math Teacher
Did this child seem to write
better than
not as well as my English class?

the same as

English Teacher
Optional comments:

Use reverse side when necessary.

French:
Science:
Social Studies:
Gym:
Further Comments:
Plase attach samples of this child's ma~h, writing (and
reading, if available) work.
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SCHOOL F
Name

Applying for grade

Date of visit

Teacher

----

----- -----

I.

ACADEMIC 1.
2.
3.
4.
5.

II.

(Be specific)

Explain level of readiness skills
Does child have working knowledge of numbers
and letters?
Does child have any printing skills? Is child
able to draw and color?
Is child able to use words to communicat e
effectivel y?
Academica lly, how would you classify
child as possible candidate?

1
Unacceptab le

6.

------ ----

2

3

4

Average

5

very Acceptable

Did you note any areas of concern?

SOCIAL - Circle one - Add comments to clarify if
necessary.
1.

How did child relate to peers?

1

2

Loner
2.

2

5

Very Gregarious

3
Agerage

4

5

Very Cooperativ e

was child willing to compromise ?

1

2

Never
4.

4

How did child relate to teacher?

1
Uncoopera tive

3.

3
Average

3
sometimes

4

5

Always

Socialy, how would you classify child as possible
candidate?

1

Unacceptab le

2

3
Average

4

5

Very Acceptable
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5.

III.

Did you note any areas of concern? Did child show
any signs of emotional disturbanc e or behavioral
problems.

WORK HABITS
1.

Did child work independen tly?

1

2

Lacks
Independen t
2.
1

2

1

2

1

IV.

3
Sometimes

4

5
Always

3
Average

4

5
Easily

From the viewpoint of work habits, how would you
classify child as possible candidate?
2

Unacceptab le
5.

5
very Independen t

Did child see task through to completion ?

With difficultl y
4.

4

Did child listen to and follow directions ?

Never

3.

3
Average

3
Average

4·
5
very Acceptable

Did you note any areas of concern?

FURTHER COMMENTS - (f not included elsewhere, note
comments of teachers at P~E., lunch, etc.; also
your overall intuition of child's suitabilit y for
this school)
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SCHOOL G
Name:
Birthday:

Age when school begins:

Interview Date:
Previous School:
SMALL GROUP WORK:

(attention to small motor skills)

Cutting:
Writing Name:
Holding Pencil

Hand:

Pasting:
Copying Shapes:
Writing Numerals:
Pattern Completion :
Verbal Communica tion:

INDIVIDUAL ACADEMIC WORK:
Recog. Upper Case Letters:
Recog. Lower Case Letters:
Initial Consonant Sounds:

Rhyming:
Sequencing :
Sight Word Recog.:
Spatial Directions :
Opposites:
Recog. Colors/Wor ds:
Number Recog.:
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Counting:
Recog. Equal/Unequal:
Simple Addition Problems: Oral:

Written:

GROSS MOTOR DEVELOPMENT:
INDEPENDENT PLAY:
GROUP:

( listen to story, sharing)

SUMMARY:
Academic

Social/Emotional

RECOMMENDATION TO ADMISSIONS COMMITTEE:
Interviewing Teachers:
Accept__

Reject_ _

Defer

Reasons for defer/reject:
DECISION OF ADMISSIONS COMMITTEE:
Accept_ _

Defer

Reject__

Comments:
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SCHOOL H
Kindergarten Admissions Interview
Name
Birth date
Age at testing
Age when school begins
BASIC SKILLS
Colors - knows 8 basic
Letters - alphabet
Writes names
Identifies letters in name
Recites ABC's
Identifies ABC's in order - out of order
Copies ABC's
Writes ABC's without stimulation
Numbers
Counts #'s by rote
Counts objects
Identifies #'s
Writes #'s
Reading
Sight words
Phonetically
Grouping levels
Beginning - basic skills
Readiness skill level
Advanced readiness skill level
Reading - group
VISUAL PERCEPTION
Shapes
Draws
Names
Blocks 1-2-3-step directions
follows block design on printed card
reproduces block design on plain card
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FINE MOTOR SKILLS
Handling of pencil

crayon

scissors

Eye-hand coordination
Left to right progression
Handedness
Spacing work·
VERBAL DEVELOPMENT
Speech - quality
quantity
intelligibility
verbal facility
GROSS MOTOR SKILLS
Balance
Physical Coordination
Eye - body coordination
GENERAL INFORMATION
Stamina during testing
Physical condition
Personality
Behavior
Maturity level
Social ease
Separated
Attention Span
Follows 1-2-3-step directions
Distractible
Interest area:

physical

social

academic

General intelligence
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Special needs:

socialization
fine motor development
gross motor development
language development
basic skills
challenge
TLC

control - direction
other
COMMENTS:
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SCHOOL I

To:
Re:

Interview Report for

Applying for grade
Age

Interviewe r

Year
Birth Date

------ ------ --

------ ------ ---

Date

Appearance :

Physical Maturity:

Intellectu al Maturity:

Social Maturity:

Parent Interest in total K-12 Program:

Summary and.recomm endation for acceptance and grade
placement.
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SCHOOL J
Child's Name

------ ------ ------ ------ --

Date
I.

II.

Drawing:
"Pleaes draw me a picture. You can decide
what you would like to draw. When you are finished,
I'd like to keep the picture. Ask the child to tell
you about the finished pictures and write down the
response.
Oral Lanuage:

1.

What is your name?

2.

How old are you?

3.

Where do you live?

4.

Do you go to Nursery School?

s.

Tell me about your family.

Where?

I II. Sequencing :
"Here are some cards that tell a story about
The are mixed up. would you put them in order so
they tel 1 what happened in the story?"
Ask the child to tel 1 the story when finished.
Logical?
Left to right
Right to left

vertical

---

IV.

Tracing Circles

----

(41/2" diameter):

"Here are three circles. Can you trace them with your
finger?
(If notv demonstrat e.)
Now, take any crayon
you'd 1 ike and trace them for me."
Followed lines?

Same direction

Turned paper

smoothness ?

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

275

V.

Likenes ses:
Point to the first i 11 ustrati on. "These two things
belong togethe r. Why do you think they go togethe r?"
Write any unusual respons es; otherw ise Y if correct , X
if incorre ct.

VI.

Pattern Repeat:
A.

3 color Pattern Repeat.

"Here are some blocks.
I'm going to make a design
with them. Watch me. Please made a design that looks
just like mine."
Left to right

Right to left

vertica lly

On top_ _ _ _ _ _ _ _ __

---- ---

---- ---- ---- -

B.

2 Shape, Same Color Repeat

"Here are some pegs and blocks.
I'm going to make a
design with them. Watch me. Please made a design
that looks just like mine."
Left to right
VII.

Right to left

----

vertica l

---

Echo:
"I'm going to say some words.
Listen and say them
just as I do."
(animal s, animals , animals )
A.nimals
Hospita l
Spaghe tti
Elephan t

VII I. Letters
"There are some letters in this box.
{point to the
box.) Take your _ _ _ crayon and put a circle
around the
IX.

Gross Motor:
"Please walk across this board."

"Walk back across. "
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Oral Lanuage summary:
Speaks in complete sentence s
--Speaks logicall y
Articula tion
--Work Habits:
Right handed
Left handed
--Sticks to the
task
--Pencil grip
--Auditory attentio n
Mannerism s
---

---

Comments :

Social Behavior :
Plays
Plays
Makes
Cares

alone_ __
cooperat ively
good choices - - for material_ s_ _

Comments :

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

277

SCHOOL K
Parent Observation Checklist
"3"
"2"
"l"

Above age level or can perform consistently well.- Approximates age level or is observed as an emerging
skill.
Below age level or has not been observed.
(Does not
yet perform.)

Social - Emotional
Follows rules set by parents
--Does household chores
--Is a leader among peers
--Makes friends easily
--Is industrious
--Participat es willingly in group activities
--Does not seek approval on continual basis
--Sleeps well
--Is realistic in self concept (understands what can or
--can't do)
Follows directions accurately
--Can delay gratification
--Is socially self-confiden t
--Shares willingly with others
--Listens well to adults
--Does not cry easily
--Separates from parents easily
-Can play independently
__Activity level seems normal
Developmental
Dresses self
--Has good table manners
--Throws and catches ball
--Uses clear, distinct speech
--Hops on one foot
--Uses stairs one tread per foot
--Runs without excessive falling
--Can skip
Kicks ball from standing position
Skips rope
--Knows right and left
--Makes up own mind on purchases
--Can ride a bicycle
--Bathes unaided
--uses table knife for cutting
--Takes care of personal hygiene needs
=Initiates telephone calls
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Academic Readiness
Knows all colors
--Counts to twenty
--Recognizes and identifies alphabet
--Recognizes and identifies single digit numbers
--Can write letters
--Can write numbers
--Puts simple puzzles together
--Uses scissors for cutting
--Colors mostly within outlines
--Knows all major body parts
--Knows shapes (circle, square, rectangle, triangle)
--Wants to be read to
--Looks at book on own initiative
--Asks questions about environment
Asks meanings of words
Enjoys copying
--Knows nursery rhymes
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SCHOOL L
Student' s Name

School

Reportin g Teacher

Phone

----- ----- --

----- -----

----- ----

---- ---- -

Does the Child:
1.

Listen attentiv ely for a sustaine d period of time?

2.

Show interest in books and stories?

3.

Follow simple spoken directio ns?

4.

work well independ ently?

5.

Stick to a task?

6.

Become easily distracte d by movemen t, noise, etc.?

7.

Appear mature?

8.

Get along with classmat es?

9.

Enjoy companio nship?

10.

Show self-con trol?

11.

Particip ate willingl y in activitie s?

12.

Cooperat e as a member of the group?

13.

Have a positive self-ima ge?

14.

Work well independ ently?

15.

Respond favorabl y to correctio n?

16.

Assist in clean-up willingl y?

17.

Accept changes and disappoi ntments?

18.

Express self well in sentence s?

19.

Enunciat e clearly?

20.

Use scissors , pencils, and crayons with ease?

21.

Appear well-coo rdinated in running, walking, and
hopping.
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SCHOOL M
Child's Name
Age_ _ _ _ _ __
Date

----- ----- ----- -

----- --

The evaluato r will ask the followin g question s and indicate
a correct response by checking . __
1.

Please pull out your chair and sit down.
coordina tion)

2.

What is your name?

3.

This is my little bear, Cedric. Can you put him on the
table? Under the table? Behind you? In front of you?
Above you?

4.

See my pretty crayons. Give me a red crayon. What
color is this one? Where is the yellow crayon?

5.

Do you have some scissors at home?
(used right or left
hand?)
Use my scissors and cut along this line.
(handeye, small muscle coordina tion)

6.

Let's play another game.
What is this?

(large motor

(languag e and thinking )

(percept ual motor body image)

(point to leg, arm, hand, foot, neck,

eye, nose, ankle, wrist, elbow.)
7.

I'd like to see you work my puzzle.
form percepti on).

8.

Count for me.

9.

Showing the child a circle, ask, "What is this shape?"
Show

(3 dimensio nal

square, triangle , rectangl e, etc.)

10. Show the child a book. "Would you like to look at
my book? What is your favorite picture? Why?
11. Does child hold book with words upright?
12. Does the child handle the book carefull y?
12. Does the child verbaliz e an appropri ate response to
picture request?
13. Is it in a sentence ?
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14. "Do you like books?

(language and thinking)

15.

Show pictures of several animals.

16.

Evaluator asks the child to draw himself/h erself.

17.

Evaluator prints the child's first name on the drawing
and asks, "Can you read this word?"

18.

Is the table soft or hard?

19.

Show me the first teddy bear in this line.
last teddy bear in this line.

20.

Can you sing the ABC song with me?
(Evaluator sings
only the first words and then listens to the child.)

21.

Now let's stand up and put your chair back under
the table.

22.

Stand on one foot. Hop on one foot. Hop on the other
foot.
Jump on two feet. walk backwards. Gallop.
Balance on one foot.

23.

Show letters XO AB z

Ask their identity.

Show me the

Ask what they are.
24.

Additonal observatio ns and comments of the evaluator
as to behavior, attitude, performanc e, etc.
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SCHOOL N
Rate from 0 {did not respond) to 3 {excel lent)

0

1

2

1. Gross Motor:
a. hops on each foot
b. jumps in place
c. catches ball 2 out of 3
{3 ft. from tester)
d. heel to toe {4 steps) 2 out of 3 times
e. backwards heel to toe
2. Body Build - general appearance; coordination:
3. Language:
a. What do you do when you are cold?
II
II
II
II
II
II
II
hungry?
II
II
II
II
II
II
tired?
"
b. Put the block on the table
II
II
II
under the table
II
II
II
behind the chair

c. What color is this? {red)
II
II
II
II
{blue)
II
II
II
II
{yellow)
d. If fire is hot, ice is
?
mother is a woman, Dad is a
a horse is big, a mouse is
e. What is a ball?
II
II
lake?
II
II
desk?
II
house?
II
banana?
II
curtain?
II
ceiling?
II
I
hedge?
II
II
pavement?
out of 9 is good)
f. Gives first and last name
g. What is a spoon made of?
II
II
II
shoe II
?
II
II
II door
II
?
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4. Fine Motor

-

Adaptive
a. copies+ (do not demonstr ate)
II
II
b. copies
("
)
II
c. copies
("
)
"
a. picks longer of 2 lines:
e. (turn paper upside down
repeat)
f. imitate bridge (3 blocks)

-

Rate from 0 (did not respond) to 3 (excelle nt)

0

1

2

g.
h.
i.
j.
k.

imitates bridge after demonstr ation
tower of 8 cubes
draws man - 3 parts
draws man - 6 parts
take the peg from bottle - spontane ous
i. take the peg from bottle - after demonstr ation
m. buttons a button
5. Emotiona l - social
a. self-con fidence
b. initiativ e
c. speech clarity
a. separate s from mother easily
e. relation to tester
f. attentio n span

6. Complete a person (drawing )

7. Comments : (most importan t)
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SCHOOL 0
High
Medium
Uneven
Low

Date
Age
1. Name

----------- ------

2. Whois in your family?Namerelatio nship

3
2

3. Do you have any pets? What do you like to play? Who do
you play with? Sentence level - no reponse, single word,
short sentences, extended, past, future, adjectives.
5

Did child ask any questions YES NO Speech
Does child needs repeats YES NO

10

With Test Materials - Free play What did you make?
l.Namecolors 1-3 4-6 More
3
2. Can you count? 1-5 to 10 to 20
3
33. Count objects 1-3 to 6 to 10
4. How many?
3
7
11
3
35. Which group has more 3&7 4&6 5&5
16. Give me the little one, give me three
7. Order by size not at all, with model, with help, yes 3 48. Sort objects, why? shape, function, some, all,
49. Tell me the numbers 5 2 7 13 27 44
10. Which one is the biggest number?
1
411. Name these letters A K R F
12. Match the shapes
4
413. Can you tell me these words
STOP
UP
SCHOOL KINDERGARTEN
40

PHYSICAL

Walk along line

--- backwards
Left/Right hand, in writing
left right both

Hop Yes No Left Right
sideways
to sort

What happens in this book?
Draw
child's name, eyes, nose, 2 arms, ears/hair, long body,
legs/feet, fingers, clothes
8

-,...------

COMMENTS
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SCHOOL P
Candidate's name
Date of birth
Parents names:
Address:
Telephone:
Candidate's present school
Physical Development
1. Coordination -- small, large
2. Activity level
a. Tends to move quickly from one activity to another
b. Quite/passive--waits to be directed
c. Seems self-directed
3. Ability to care for needs
Mental Development
1. Language ability -- receptive and expressive
2. Curiosity and creativity
3. Interest in pre-reading and/or math materials
Emotional Development
1. Appears self-confident
2. Assertive -- aggressive -- has tendency to "take over"
3. Patient, polite, accepting of others
4. Accepting of directions given by authority figure
Social Development
1. Seems to adjust to new situation
2. Friendly, outgoing
3. Able to work within a group
4. Prefers solitary activity
work Habits
T:°Takes care of materials
2. Follows directions
3. Seems attentive
4. works independently -- does not demand supervision
Other comments:

----------- ----------- -

Outstanding candidate
very good - qualified

Check with present school
Too young-ask back
for re-test
Good - acceptable
Too old-ask back for
re-test
Satisfactory- acceptable () Too young-defer until
only if better candidate
next year
not available
( ) unsatisfactory
Observer

----------- ---
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SCHOOL Q
Name
Date

Pre of K

Colors
Right Handed
Left
Follows Directions

------------------

Answers to Questions
Simple
Complex (Why)

------------------

Shy_ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ __
Attention Span

--------------------

Counting 1-19
Recognizing#
of things without counting
More and Less
Larger and Smaller
Dependency on Mother/Father
Rating for acceptance

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

287
Name

------- ------- ------- ----

1

2

3

4

4

2

3

+l

+2

+l

1+2 =

3-1 =

1+5 =

2-2 =

Write:
One
Two----2
Three

Three
One
Four

Five

Six

What comes
5
3
7

3

Three

before:
__ 2
__ 6
__ 4

What comes after:
3 __

4 __

5

2 __

1 __

6

Matching u/c, 1/c letters -- letter sounds
Color name identification
Reading 3 letter short vowel words
beginning and ending sounds
How much is a penny, nickel, dime, quarter?
Discuss interests
Draw self
Questions for Pictures/Oral Language
(Logic, sequence, sentence structure, vocabulary)
1. What is different?
(between things which have
similarities)
2. What kind of store is it? (talk about what they'd buy in
toy store -- listen for speech patterns)
3. What room in the house is this?
(what's in the room
that makes you know it's a bedroom, etc.)
4. (Picture of steam) What's this? What causes steam?
5. (Picture of rainbow) What's this? What is the weather
like outside when you see a rainbow?
6. What tool? What do you think he's making (see if they
can imagine)
7. What place? (school) How do you know it's a school?
8. (Picture of snow) What is it? How does it feel? What
do you use to protect your hands?
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9.

(Picture of sailboat ) What kind of boat is this?
What makes it go?
10. (Picture of night) Is it daytime or nightime ? What's
in the picture to tell you rt's right?
11. (Picture of a park) Is it inside or outside? Why?
12. Sequence Pictures
planting a seed to full plant
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SCHOOL R
Name
Present 10 Cubes - Can you build a tower?
Build

(child does not observe constructio n)

Present 3 cubes to child - can you build one?
If yes to above, try

(use cardboard base)

Build 3 base staircase

show it to child

Knock it down and ask child to do it.
Present copy paper, blank side up.
1.

Can you write your name? Last too?
If no, any letters?
if no, can you make an A? etc.

2.

If time - How far can you make your numbers?

Present copy forms.

Can you make one just like this?

Note direction of strokes.
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SCHOOLS
USE GESELL

Note:
Indepen dence
Attenti veness
Approac h to work
Pace
Copying
Relatio nship with tester
Conver sation
Drawing - ideas
Relativ e comfort (verbal and pencil/ paper)
Pencil grasp/c ontrol
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Requested from Previous School
Applicant 's Name

------ ------ ------ --

Relationsh ip with classmates :
Relationsh ip with adults:
Cooperativ eness:
Personalit y:
Ability to follow directions :
General behavior pattern:
Remarkable strengths:
Remarkable weaknesses :
Group participat ion:
Self concept:

{Circle one)

Good

Average

Poor

Auditory perception :

Good

Average

Poor

Motor coordinati on:

Good

Average

Poor

Curiosity:

Good

Average

Poor

Work habits indicate:
efficiency
great independen ce
persistenc e
Learning has been:

average organizati on
average independen ce
average coping
fast

average

disorganiz ation
dependence
frustration

slow

uneven

Is maturity consistent with what you would expect?
How is adjustment to new situations , including first weeks
in your school?
Give a brief descriptio n of the home environmen t, the qualty
of support the child and the school could expect to receive.
The academic program at the school is a demanding one. Do
you believe the applicant is mentally and physically able to
meet the demands which will be placed on him/her?
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How long has the child attended your school?
Have all financia l obligati ons been promptly and complete lymet?
Would you wish to discuss the applican t more fully?
School

----- ----- ----- -

Signatur e

----- ----- ----

Date

---- ---- --

Title

----- -----

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

293

Applicant's Name
You would like c~h~i~l~d,_.c-a~l~l~e-d-=----------- ------Grade

--------

In order to aid the school in dealing with you and your child
to the greatest advantage, we would very much appreciate
your coopereation in answering the following questions,
including any information you would consider significant.
Describe child's relationship with other members of the
family.
Adults:
Children:
What compansionship has he/she had with children of his/her
own age?
What is his/her attitude toward school?
What has been his/her previous experience with school?
How does he/she follow directions.
Who would oversee his/her homework and reading at home?
In a word or two, how would you desc:cibe his/he~
personality?
What are his/her special interests?
Has he/she had any experiences which have particularly
influenced his/her development either in or out of school?
Does he/she prefer· to do tasks alone or with someone?
Is there anything in his/her health record which would
influence his/her school work or of which we should be aware
.fc:c any reason?
Signed

--------------------------------

Date
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Hypothesis 2.1
Units of Training by Reenrollme nt

2 or less

3

4+

Total

-80%

3

14

7

24

81-90%

3

10

6

19

91%+

11

48

17

76

Total

17

72

30

119

11+

Total

i._2 =

(4, !!

=

119)

=

1.09, .E..

< .05

Hypothesis 2.2
Years of Experience by Enrollment

6 or less

7-10

-90%

34

9

8

51

91-95%

23

1

7

31

96%+

19

9

9

37

Total

76

19

24

119

t2 =

( 4, !!

=

119)

=

7.26, .E.
•

< .05

Hypothesis 2.3
Units of Training by Satisfacti on

1 or less

2-3

4+

Total

Satisfied

8

37

13

58

Could be Improved

9

35

17

61

17

72

30

119

Total

i2 =

(2, !!

=

119)

=

.57, .E. •

< .05
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Hypothe sis 2.4
Years of Experien ce by Satisfac tion
6 or less

7-9

10+

Total

Satisfie d

20

18

20

58

Could be Improved

31

13

17

61

Total

51

31

37

119

1-2

= (2,

~

= 119) = 3.35,

E.· < .05

Hypothes is 2.5
Units of Training by Selectio n Ratio
2 or less

3

4+

Total

1.0 - 1.50

10

5

2

17

1.51 - 2.50

37

21

14

72

2.51+

16

11

3

30

Total

63

37

19

119

i:.2

=

(4, N

= 119) = 1. 95,

E. • < .05

Hypothes is 4
Reenrollm ent by Satisfac tion
-90%

91-95%

96%+

Total

Satisfie d

12

9

37

58

Could be Improved

12

10

39

61

Total

24

19

76

119

f

=

(2, N = 119)

=

.03, .E..

<

.05
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